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INTRODUCTION 
Background 
As our society changes and becomes more complex, and as 
new knowledge and technology emerge, the need for training 
in business and industry is rapidly increasing. Responding 
to the ever increasing need for training, private business 
and industry sectors are spending a huge amount of expenses 
for training efforts. Current estimates of the annual costs 
of private sector training range from $30 - 50 billion, with 
projections rising steeply (Lloyd, 1987). Accordingly, the 
need for professional educators/trainers is growing and it 
appears that the need will continue to grow in the near 
future (Roth, 1981). . 
Training in business and industry encompasses a variety 
of activities ranging from the acquisition of a simple motor 
skill up to the development of complex, technical knowledge, 
inculcation of elaborate administrative and management 
skills, the development of attitudes towards increased 
productivity at work, and so on. Training in business and 
industry has multiple functions and, consequently, trainers 
carry a blend of mixed roles to appropriately function in 
organizations (ASTD, 1983). The ASTD trainer competency 
study (1983) has concluded that one area of importance is 
2 
adult education principles and practices. In order to help 
adult learners proceed with learning experiences in the 
context of business and industry, the trainer needs to be 
equipped with adult education theories and methods. 
One of the major threads for training is the teaching 
practice. Planty and his associates (1948) describe the 
importance of teaching in the field of training in business 
and industry as follows: 
Teaching is the heart of the training program. It 
is to industrial training what direct labor is to 
production, and what the sales interview is to 
selling.... The value of a training program lies 
in the teaching, not in synthetic formulas, texts, 
and training aids.... The teaching act itself 
deserves major attention (p. 41). 
Maier (1955) has shown that how the trainer organizes 
the training program and what types of methods he or she 
adopts materially affect the worker's learning achievement. 
In designing the training program and implementing the 
program, the trainer's behaviors are assumed to be 
contingent upon a variety of variables: some variables such 
as educational background and educational orientations are 
internal to the trainer himself or herself, and others such 
as organizational climate and expectations are external to 
the trainer; that is, not only the organizational context 
but also the trainer's personal characteristics have effects 
on how the trainer will manage the training program. 
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A number of studies have already indicated that the 
instructor/trainer has a significant effect upon the 
teaching practice (Conti & Welborn, 1986; Conti, 1985; 
Kuchinskas, 1979; Knovles, 1970). These studies address 
teachers' personal traits, summarized as teaching styles, 
and their effects on the teacher's teaching behaviors in 
facilitating learning by organizing the instructional 
process and employing teaching methods. The trainer's 
philosophical orientation about adult education is also 
another factor affecting his or her teaching practice (Zinn, 
1982; Mckenzie, 1985; Collins, 1986; Reagan, 1983; 
Reddiford, 1980; Thompson, 1980; Elias & Merriam, 1980). 
Not only the trainer's personal traits, but also the 
organizational contexts within which the trainer is 
associated affect the trainer's behaviors in managing the 
training program. Since trainers in business and industry 
are members of corporations, organizational contexts of the 
corporation are also a determinant of the trainer's behavior 
(Hall, 1987). Several studies have shown that 
organizational characteristics have considerable impact on 
the behavior and attitudes of its members (Hall, 1987, 1972; 
James & Jones, 1976; Drench & associates, 1984). It can be 
assumed that the trainer's behaviors in managing the 
training program is partly affected by aspects of the 
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organizational contexts where the trainer interacts with 
other co-workers toward the attainment of the organizational 
goals and objectives. 
Studies both on the trainer's personal attributes and 
organizational contexts imply that these variables are 
partly attributed to the trainer's managing behaviors 
related to the teaching practice. Little, however, has been 
done on how these variables attribute to the way the trainer 
organizes the training procedures and how the teaching 
methods in facilitating his or her teaching practice are 
decided upon. 
Theoretical Framework 
The trainer's managing behaviors in facilitating the 
training program are contingent upon a variety of variables. 
Studies on the trainer variables suggest that the trainer's 
personal educational background, educational orientation 
about adult education, philosophical orientation about adult 
education, and organizational climate and expectations are 
part of the factors affecting the trainer's teaching 
practice (Figure 1). These variables partly attribute to 
the trainer's training practice when the trainer organizes 
the training procedures and selects the training methods in 
facilitating the program. Figure 1 portrays the complexity 
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of the multitude of factors contributing to a trainer's 
training behaviors. 
Educational Background 
The trainer's educational background serves as a basis 
upon which the trainer develops his or her training 
competency. The ASTD trainer competency study (1983) 
concluded that the trainer needs to develop a better 
understanding of adult education principles and practices in 
order to effectively function in the field of training in 
business and industry. Although the trainer assumes a major 
responsibility in managing the training program, the trainer 
himself or herself also needs to have training to develop 
his or her training competency in implementing training. 
Trainers develop their competency through participation in 
educational activities by experiencing the teaching 
practices and enhancing their understandings of learning 
theories and adult education principles. The trainer's 
participation in the relevant educational programs is one of 
the ways to develop an understanding of educational 
practice, educational philosophy, teaching methods, etc. 
Educational Orientation 
Earlier research implies that the way the trainer 
manages the teaching practices in training programs is 
Educational background 
- Training experiences 
- Formal instruction 
Informal instruction 
Educational orientation 
- Andragogy 
- Pedagogy 
Philosophy of education 
- Behaviorist 
- Structuralist 
- Functionalist 
- Humanist 
Organizational context 
- Type of trainer 
- Training assignment (%) 
- Climate 
\ / 
Practice of training program 
- Organizing training procedures 
- Deciding training methods 
FIGURE 1 Relationships of educational background, 
educational orientation, educational philosophy, 
and organizational context to training 
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attributed to the trainer's attitudes about the principles 
and practices of adult education in terms of andragogy 
versus pedagogy (Davenport & Davenport, 1985a, 1984; Knox, 
1986, 1980). 
Since Knowles (1968, 1970, 1975) conceptualized 
andragogy and pedagogy as different phenomena of adult 
education, adult education researchers have tried to 
identify certain educational orientations of teaching and 
learning which are responsive to an andragogy-pedagogy 
continuum. Andragogy, briefly defined as the art and 
science of helping adults learn (Knowles, 1970), views the 
teacher as a facilitator of learning. Learners are viewed 
to be self-directed and internally driven. The 
instructional process of andragogy assumes a mutually 
collaborative relationship between the educator and the 
learners. 
On the other hand, a pedagogical mode of education, 
where pedagogy is briefly defined as the art and science of 
teaching (Knowles, 1970), views the instructor as the 
director of learning. The pedagogical mode of education 
perceives learners to be fundamentally dependent on the 
instructor for direction and externally driven. In this 
mode of education, learning activities are transmittal in 
nature, assuming predominant flow of knowledge and 
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information from the teacher to learners (Knowles, 1970, 
1975). 
Since Hadley (1975) developed the Educational 
Orientation Questionnaire (EOQ) to identify two different 
styles of adult education participants—andragogical-
oriented and pedagogical-oriented in teaching-learning 
activities, several studies have shown that participants in 
adult education can be phenomenologically described in their 
educational orientations as either andragogical-oriented or 
pedagogical-oriented (Kolb, 1976; Kerwin, 1979, 1981; 
Grubbs, 1981; Van alien, 1982; Christian, 1982; Davenport & 
Davenport, 1984). 
Wilson's (1988) on-going research shows that 
instructors have basically a dual nature of educational 
orientations toward the andragogy-pedagogy continuum. This 
research supports Knowles' recent revision of the concept 
from a dichotomy (Knowles, 1975) to a continuum (Knowles, 
1980). That is, instructors usually have both tendencies of 
andragogy and pedagogy in relation to their teaching 
practice. It means that instructors who are more 
andragogical and less pedagogical in their attitudes toward 
adult education may be more inclined to employ andragogical 
approaches than pedagogical approaches in facilitating the 
training program. 
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Educational Philosophy 
There is a sense in which it can be said that anyone 
who acts is guided by some philosophy (Elias & Merriam, 
1980). The value of adult education philosophies for the 
adult educator/trainer lies in attitudes and understandings 
that the educator/trainer will bring to his or her tasks in 
managing the training program. That is, philosophy inspires 
the trainer's training activities and gives direction to the 
training practice (Elias & Merriam, 1980). Several studies 
have implied that the instructor/trainer's philosophical 
orientations have a considerable impact on the trainer's 
approaches to the training practice (Collins, 1986; Zinn, 
1982; Reddiford, 1980; Thompson, 1980). 
Brostrom (1979) has conceptualized the trainer's 
philosophical orientations with regard to the practice of 
training: the humanist orientation (Rogers, 1969), the 
behaviorist orientation (Skinner, 1974), the functionalist 
orientation (McClelland & others, 1976), and the 
structuralist orientation (Mager, 1975). Each of the four 
philosophical orientations holds different views about a 
teaching-learning process, and consequently, each has 
different and conflicting assumptions about training 
(Brostrom, 1979). 
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Organizational Context; Climate and Expectations 
Trainers working in business and industry are members 
of a certain organization such as a private corporation. 
Research on organizational behavior has shown that an 
organizational member's (trainer's) behaviors are affected 
by the organizational contexts where the trainer works with 
other co-workers (Hall, 1987, 1972; James & Jones, 1976; 
Drench & associates, 1984). 
The trainer usually carries multiple functions in 
managing the training program (ASTD, 1983). Therefore, the 
nature of the trainer's job deserves a consideration in 
studying the trainer's organizational behavior. Some 
trainers may serve several different organizations for 
training needs, while others work only with a single 
organization by which they are employed. And the percentage 
of training efforts of the trainer's position would be 
different from one trainer to another. That is, some 
trainers may be required to spend a majority of time in 
training itself, while others spend limited amounts of time 
in training. The organizational expectations on the 
training job are an adult education researcher's concern in 
studying the trainer's training behavior. 
Another dimension of organizational context which 
concerns the adult education researchers is the 
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organizational climate where the trainer interacts with 
other co-workers (Boyle, 1981; Zemsky & Meyerson, 1985; 
Nadler, 1983; Levine, 1982). The organizational climate 
itself is assumed to be one of the determining factors which 
affect a trainer's managing behaviors in facilitating the 
training program. 
Statement of Problem 
A trainer's organizational behaviors in managing the 
training program are contingent upon a number of variables 
such as the trainer's personal orientations about adult 
education principles and educational philosophy, educational 
background, and organizational climate and expectations. 
Earlier research indicates that the context or corporate 
culture are part of the mix of factors (Boyle, 1981; Zemsky 
& Meyerson, 1985; Nadler, 1983; Levine, 1982). 
Not only the organizational context, but also the 
trainer's personal orientations about education constitute a 
blend of factors determining how training is organized and 
the types of methods that are used in implementing training. 
The trainer's personal orientation about adult education 
(Zinn, 1982) is a factor of consideration. And also, the 
trainer's attitudes regarding how education should be 
provided, as in Knowles (1980) andragogy vs pedagogy is a 
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deciding factor (Davenport & Davenport, 1985a, 1984; Knox, 
1986, 1980). 
The overall question of interest for this research was: 
What are the deciding factors affecting a trainer's 
preferences of training methods in implementing training and 
emphasis on training procedures in applying training 
methods? 
Definition of Terms 
Training: In a context of business and industry, training 
is one area of adult education which assumes major 
responsibility in facilitating learning toward the 
attainment of organizational goals and objectives. 
Trainer/teacher/adult educator: Terms used interchangeably 
to indicate an adult educator working in the context of 
business and industry and assuming major responsibility 
for training in the pursuit of organizational goals. A 
trainer accomplishes the job by performing the 
functions of planning, organizing, staffing, directing, 
and controlling the training programs (Tracey, 1974). 
Educational orientation: The term orientation refers to a 
pervasive quality in the behavior of an individual, a 
quality that persists even though the content may 
change. In this research, the term has been used to 
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indicate a trainer's attitude toward an andragogy-
pedagogy continuum and beliefs about the philosophies 
of education. 
Educational orientation toward an andragogy-pedagogy 
continuum: The phenomena of adult education, where the 
adult educator and the adult learners are engaged in 
teaching-learning activities, can be described as 
either an andragogical mode or a pedagogical mode. 
Adult educators and adult learners exhibit certain 
tendencies in their orientation toward the andragogy-
pedagogy continuum. More specifically, the Education 
Orientation Questionnaire (Hadley, 1975) measures these 
two observable features of adult education 
participants. Definitions of these two terms andragogy 
and pedagogy are as follows: 
AndraqoqV: An educational mode in which the teacher is 
viewed as a facilitator of learning. Learners are 
perceived to be independent in their personality 
characteristics and self-directed in their learning. 
The relationship between teacher and learners is 
personal and trusting. The climate for learning is 
informal and collaborative. Teaching is done primarily 
in the hypothetical mode and can be described as 
dialogical. Learning activities are primarily chosen 
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and directed by learners and are experiential in nature 
(Grubbs, 1981). In this mode of adult education, the 
adult educator perceives his or her relationship with 
learners as that of helper, resource, consultant and 
co-learner (Hadley, 1975). 
Pedagogy; An educational mode in which the teacher is 
viewed as the director of learning. Learners are 
perceived to be fundamentally dependent upon the 
teacher for direction. The relationship between 
teacher and learners is impersonal and based somewhat 
on suspicion. The climate for learning is formal and 
competitive. Teaching is done primarily in the 
expository mode and can be described as monological. 
Learning activities are primarily chosen and directed 
by the teacher and are transmittal in nature (Grubbs, 
1981). In this mode of adult education, the adult 
educator sees his or her primary relationship with 
learners as that of authority, technical expert, 
director of their learning, judge of their achievement 
(Hadley, 1975). 
Organizational context: The term has been used to 
indicate organizational characteristics which are 
forced upon the trainer in terms of the trainer's job 
requirements/organizational expectations and the 
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organizational climate where the trainer is working 
with other co-workers. 
Organizational expectations; The term has been used 
interchangeably with trainer's job requirements. Some 
organizations expect their trainers to serve only their 
organizations, while others expect their trainers to 
serve other organizations. Each organization has 
certain expectations about what percentage of the 
trainer's job position should be directed toward 
training activities. 
Organizational climate; The term has been used to 
indicate the environmental characteristics of an 
organization which are established by the trainer's 
interaction with other co-workers. 
Assumptions of the Study 
Assumptions relating to the research under 
investigation were as follows; 
1) In terms of human nature, not only a determinist 
position but also a voluntarist position are assumed in this 
research. The determinist views people to be controlled by 
the situation or environment in which they are acting. In 
the theoretical framework, the organizational variables such 
as organizational expectations and organizational climate 
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have been drawn from the determinist point of view. On the 
other hand, following the voluntarist position, human actors 
are autonomous and free-willed in their action. Upon this 
assumption, the trainer's personal variables such as 
educational background, educational orientations 
(philosophies of education and attitudes toward an 
andragogy-pedagogy continuum) have been drawn for study. In 
fact, human behaviors are assumed to be affected by a 
mixture of these two contradicting positions. 
2) The trainer's educational orientation toward an 
andragogy-pedagogy continuum, measured by the Educational 
Orientation Questionnaire (Hadley, 1975), reflects his or 
her preference in adult education principles which are 
responsive to the andragogical or pedagogical mode of 
teaching. 
3) The trainer's philosophical orientations reflect his 
or her ideas and attitudes about education with which he or 
she approaches the practice of teaching/training. 
Conjectures and Hypotheses 
In implementing training, the trainer's managing 
behaviors are contingent upon a number of variables. 
Studies on the trainer variables suggest that the trainer's 
educational orientation about adult education, philosophical 
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orientations about adult education, and organizational 
context and expectations are part of the factors affecting a 
trainer's teaching practice. 
Studies on the educational orientations toward an 
andragogy-pedagogy continuum have shown that adult education 
participants can be described either as andragogical-
oriented or pedagogical-oriented (Kerwin, 1979, 1981; 
Grubbs, 1981; Van alien, 1982; Christian, 1982; Davenport & 
Davenport, 1985a, 1984). Since each orientation holds 
different assumptions about the practice of teaching-
learning, the trainer with different educational 
orientations will approach training practices (e.g., 
organizing procedures and selecting teaching methods 
differently). 
The trainer's philosophy of education inspires his or 
her training activities and gives a direction to training 
practices (Elias & Merriam, 1980). Several studies have 
implied that a trainer's philosophical orientation has a 
considerable impact on the trainer's approaches to the 
training practice (Collins, 1986; Zinn, 1982; Reddiford, 
1980; Thompson, 1980). 
Not much research has been done on how the trainer's 
educational background affects the trainer's position in 
managing the training program. However, the recently 
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completed trainer competency study (ASTD, 1983) has 
concluded that the trainer requires competencies in multiple 
areas such as adult learning understanding, group process, 
presentation skills, questioning skills, etc. One of the 
ways the trainer obtains and improves competency in those 
areas is through the trainer education and experiences. The 
trainer's participation in formal and informal education 
would help in acquiring competencies for the facilitation of 
the training program. Therefrom, it is assumed that the 
trainer's educational background would be one of the factors 
that may contribute to the prediction of the trainer's 
managing behaviors in implementing training. 
Research on organizational behavior has shown that the 
organizational contexts such as the organizational climate 
and expectations also influence the trainer's organizational 
behaviors (Hall, 1987, 1972; James & Jones, 1976; Drench & 
associates, 1984; Boyle, 1981; Zemsky & Meyerson, 1985; 
Nadler, 1983; Levine, 1982). 
These variables combined are assumed to affect a 
trainer's preferences of training methods in implementing 
training, and emphasis on training procedures in organizing 
training. 
The conjectures were drawn from the literature review 
and, therefrom, research hypotheses were established as 
follows: 
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Conjecture One 
The trainer's educational background, educational 
orientation (e.g., andragogy-pedagogy), educational 
philosophy, and organizational climate and expectations are 
collectively as veil as individually predictive of a 
trainer's preferences of the methods to be used in 
implementing training. 
HYPOTHESIS 1.1.: The trainer's educational background, 
educational orientation, educational philosophy, and 
organizational climate and expectations, when 
considered separately, will each contribute 
significantly (P < .05) to the prediction of the 
trainer's preferences of training methods to be used in 
implementing training. 
HYPOTHESIS 1.2.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate and 
expectations will contribute significantly (P < .05) to 
the prediction of the trainer's preferences of training 
methods to be used in implementing training. 
Conjecture Two 
The trainer's educational background, educational 
orientation (e.g., andragogy-pedagogy), educational 
philosophy, and organizational climate and expectations are 
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collectively as well as individually predictive of a 
trainer's emphasis on training procedures in applying 
training methods. 
HYPOTHESIS 2.1.: A trainer's educational background, 
educational orientation, educational philosophy, and 
organizational climate and expectations, when 
considered separately, will each contribute 
significantly (P < .05) to the prediction of the 
trainer's emphasis on training procedures in applying 
training methods. 
HYPOTHESIS 2.2.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate and 
expectations will contribute significantly (P < .05) to 
the prediction of the trainer's emphasis on training 
procedures in applying training methods. 
With the data generated by the research questionnaire, 
the following hypotheses, additionally, were tested in order 
to develop an empirical understanding of relationships 
between research variables. 
Conjecture Three 
Trainers are in the field of a teaching profession. 
However, the trainers themselves are also learners for their 
own learning, not only to improve their teaching practices, 
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but also to pursue their learning interests outside their 
teaching profession. Andragogical-oriented learners are 
viewed to be self-directed and internally driven in terms of 
locus of control (Rao, 1985), while pedagogical-oriented 
learners are viewed to be fundamentally dependent on the 
instructor for direction in learning, and are externally 
driven. 
Humanist and functionalist orientations in terms of 
educational philosophy tend to lean towards an internal 
locus of control, while behaviorist and structuralist 
orientations are more inclined towards an external locus of 
control. 
HYPOTHESIS 3.: Humanist- and functionalist-oriented 
trainers will be significantly (P < .05) more 
andragogical in their educational orientation than 
behaviorist- and structuralist-oriented trainers. 
Conjecture Four 
Andragogical-oriented trainers/learners are self-
directed in their learning activities. Earlier research has 
shown that self-directed learners are more active in 
informal learning activities (Lee, 1985; Hall-Johnsen, 
1985). 
HYPOTHESIS 4.; There are no significant (P < .05) 
differences in educational orientation among groups of 
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trainers whose participation in informal instruction in 
education is different. 
Conjecture Five 
Research has shown that there is no significant length-
of-teaching-related differences among university instructors 
with regard to their educational orientations (Grubbs, 1981; 
Kerwin, 1979). In order to confirm these findings over the 
trainer population in business and industry, the following 
hypothesis has been generated: 
HYPOTHESIS 5.: There are no significant (P < .05) 
differences in educational orientation among groups of 
trainers whose tenures as trainers are different. 
Research Design 
The sample for this study was a portion of a larger 
study that was studying differences in adult instruction 
among three major settings wherein adult instruction takes 
place: training and development in business and industry, 
higher education, and the Cooperative Extension Service 
(Wilson, 1988). This study focused on trainers in business 
and industry, and had a separate, but comparable set of 
questions and hypotheses than did the larger, comparative 
study. The subjects for this study included a randomly 
selected sample from the Iowa Chapter of the American 
Society for Training and Development (ASTD) membership list. 
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Instrumentation 
The survey instrument for this research is organized 
into four sections: (1) Background Information, (2) 
Procedural Information, (3) Organizational Expectations (and 
Climate), and (4) Educational Orientations. Each section 
has a particular focus in relation to the research 
variables. 
Part I: Background Information: This part of the 
survey instrument asked the sample subjects about their 
educational backgrounds, training experiences, job 
requirements as organizational expectations, and training 
procedures and methods that they would prefer to use in 
practicing training. 
Part II: Procedural Information: This part of the 
survey instrument was adapted from Brostrom's (1979) 
Training Style Inventory. Brostrom (1979) conceptualized 
four different types of philosophical orientations based on 
the concepts of cognition and locus of control. These 
philosophical orientations, with which trainers practice 
training, are (1) behaviorist orientation (Skinner, 1974), 
(2) structuralist orientation (Mager, 1975), (3) 
functionalist orientation (McClelland & others, 1976), and 
(4) humanist orientation (Rogers, 1969). 
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Part III: Organizational Expectations (and Climate): 
This part of the survey instrument assessed the 
organizational climate which has been created through the 
trainer's interaction with other co-workers. This part has 
been adopted from the environmental matrix section of the 
Performance Pathfinder System (Performax Systems 
International, Inc., 1982), which describes the 
organizational climate using the key words: (1) 
"participating" climate, (2) "enduring" climate, (3) "self-
functioning" climate, (4) "demanding" climate, and (5) 
"ambiguous" climate (for description of these climates, 
refer to the section of theoretical framework of this 
chapter). 
Part IV: Educational Orientations: This part of the 
survey instrument was adapted from the Educational 
Orientation Questionnaire (EOQ: Hadley, 1975). The EOQ 
assessed educational orientation toward an andragogy-
pedagogy continuum, which reflected andragogical-oriented or 
pedagogical-oriented attitudes about the principles and 
practices of adult education. 
The EOQ is a self-report, sixty item questionnaire 
using a five point Likert-type scale. Test-retest 
reliability, measured with the sample of 409 persons in 
adult education field, was 0.89, and the coefficient alpha 
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was 0.94 (Hadley, 1975). However, the EOQ was slightly 
modified to fit this research. 
Data Gathering Procedures 
One hundred and twenty questionnaires were mailed to 
the selected sample and were to be completed and returned 
within a two week period. Fifty usable questionnaires were 
returned within the specified time frame, with an additional 
fourteen people who indicated on the instrument, through a 
phone call or via letter that they; never have been 
involved in training; are not doing training now; or for 
some reason did not feel as though they should participate. 
Those who did not respond were sent another questionnaire 
with a cover letter requesting their responses. An 
additional fourteen usable instruments were returned by the 
specified date, and fifteen more indicated that reasons such 
as those listed above preempted them in providing meaningful 
information. In total, there were 93 responses from 120 
subjects selected for a 76% return rate, although 64, or 51% 
were from the prime target sample (e.g., people who actually 
do training). 
Data Analysis 
Data from this study were analyzed by using the 
Statistical Package for Social Science (SPSS*). Statistical 
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analysis consisted of two parts: (1) descriptive statistics 
for the general description of the data and (2) inferential 
statistics for the tests of research hypotheses. 
Descriptive statistics were used to give a general 
picture of the sample pool regarding the research variables. 
These variables were classified into five categories; each 
category includes several variables as follows: 
1) Educational background 
- Training experiences 
- Formal instruction 
- Informal instruction 
2) Educational orientation (attitude about the 
principles and practices of adult education) 
- Andragogy orientation 
- Pedagogy orientation 
3) Philosophical orientation 
- Behaviorist orientation 
- Structuralist orientation 
- Humanist orientation 
- Functionalist orientation 
4) Organizational context 
- Type of trainer 
- Training assignment 
- organizational climate 
5) Practice of training program 
- Procedure: organizing the program 
- Training methods to be used 
Descriptive statistics on those variables included 
frequencies, percentage, cumulative percentatge, mean, 
standard deviation, mode, median, etc. 
A simple linear regression analysis was used to 
identify a single variable's contribution to the prediction 
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of a trainer's preferences for training methods, and 
emphasis on training procedures. 
A stepwise multiple regression analysis was used to 
identify a combined contribution of the research variables 
to the prediction of the trainer's preferences for training 
methods, and emphasis on training procedures. 
A Student t-test was used to test significant 
differences in educational orientation between humanist- and 
functionalist-oriented trainers and behaviorist- and 
structuralist-oriented trainers. 
A single classification analysis of variance was used 
to test (1) significant differences in educational 
orientation by level of informal instruction in education, 
and (2) significant differences in educational orientation 
by tenure. 
All the hypotheses were tested at the .05 level of 
probability. 
The major hypotheses were drawn from conjectures that 
assumed possible effects of independent variables on the 
dependent variables, organizing procedures of training 
program and the training methods. That is, independent 
variables were assumed to be predictive of the dependent 
variables. Therefore, this research design reflected the 
causal comparative method (Borg & Gall, 1983). 
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Significance of the Study 
Trainers in business and industry are central to the 
training practices. One of the fundamental functions 
performed by the trainers are teaching towards the 
attainment of organizational goals and objectives. Without 
a better understanding of a trainer's training behaviors, 
the improvement of training practices cannot help being 
limited. In that very sense this research" reveals cues to 
the ways trainers organize training, and the types of 
training methods trainers employ in practicing training. 
At the same time, this research contributes to 
expanding the horizons of adult education research into the 
area of training in business and industry, which has been 
neglected in the past decade. In fact, one of the best 
known adult education journals, Adult Education Quarterly, 
has carried few research reports on training in business and 
industry. Research in this field has been very active in 
the disciplines of organizational behaviors in social 
psychology or management. The central focus of training and 
teaching is the marginal area where adult education research 
and other disciplines such as social psychology and 
management meet. 
Examining a multitude of factors affecting the 
trainer's training behaviors, this research intended to; 
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1) help adult education practitioners and trainers 
better understand factors that affect teaching behaviors in 
training in business and industry. 
2) help trainers become familiar with their own 
educational orientation (andragogy versus pedagogy), 
philosophical orientations in teaching, and organizational 
climates as part of their self-awareness activities, and 
become aware of how these variables attribute to their 
teaching behaviors. 
3) aid adult education and management departments in 
universities in improving curricula for training potential 
trainers. 
4) help trainer educators (e.g., workshop organizers 
for trainers) identify strategic assumptions which will 
affect a trainer's teaching behaviors. 
5) help trainers improve their training effectiveness 
in the context of business and industry, and thereby help 
business organizations improve their management of training 
practices toward the attainment of organization goals and 
objectives. 
Along with the above usefulness to trainers and 
training institutions, the research findings are also 
expected to expand the horizons of adult education research 
into the teaching practice in business and industry._ 
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Limitations 
Little has been done to determine factors affecting 
trainer preferences for organizing training, and deciding 
the teaching methods to be used. This research, therefore, 
has tried to synthesize earlier studies done separately in 
several different contexts to formulate the theoretical 
framework for the research. 
Accordingly, development and adoption of the survey 
instrument has been limited to resources available from the 
earlier studies. Therefore, interpretation of the research 
findings needs to proceed with cautions due to the 
measurability of the survey instrument and the resultant 
sample size. 
A trainer's educational orientation toward the 
principles and practices of adult education has been 
measured in terms of an andragogy-pedagogy continuum. 
Therefore, the educational orientation should be understood 
in congruence with Knowles' (1970, 1975, 1980) 
conceptualization of andragogy and pedagogy. In order to 
measure educational orientations toward an andragogy-
pedagogy continuum, the Educational Orientation 
Questionnaire (EOQ) (Hadley, 1975) was used with 
modifications to fit trainers in the context of business and 
undustry. The EOQ, in fact, is the only available 
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instrument to measure pedagogy-andragogy orientations. The 
EOQ is recently getting more attention from adult education 
researchers than before. However, the EOQ may not be 
completely accurate in measuring this variable. Although 
its validity and reliability have been established, the 
newness of the instrument may mean it is not as accurate as 
it could be. Therefore, information on educational 
orientation towards an andragogy-pedagogy continuum has been 
collected within the measurability limits of the EOQ. 
The same limitation should be put on the other sections 
of the survey instrument measuring philosophical 
orientations, and organizational climate. Therefore, 
research findings should be interpreted within the 
measurability of the survey instrument. 
The other limitation should be given to the survey 
population. Data have been collected from the population of 
the Iowa Chapter of American Society for Training and 
Development because of economic reasons and time available 
for the research. Therefore, the findings of this study may 
not be generalizable beyond its population. 
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LITERATURE REVIEW 
Introduction 
This research project examined a trainer's preferences 
for training methods in implementing training^ and emphasis 
on training procedures in applying training methods. In 
order to develop background understandings on potential 
deciding factors which may affect a trainer's decisions on 
training methods and training procedures, this chapter 
reviewed previous research and theoretical works relevant to 
this research project. 
This chapter is organized into six sections: (1) 
introduction, (2) training in business and industry, (3) 
educational orientation, (4) educational philosophy, (5) 
organizational climate, and (6) summary. 
Training in Business and Industry 
An Overview of Training 
As our society changes and becomes more complex, and as 
new knowledge and technology emerge, the need for training 
in both private and public sectors is increasing more 
rapidly than ever before. In their review of productivity 
improvement studies, Katzell and Guzzo (1983) have reported 
that during the period of 1971-1981, training and 
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instruction were the most commonly cited interventions to 
improve productivity. Over 90 percent of the private 
corporations in the United States have some type of 
formalized and systematic training (Goldstein & Buxton, 
1982). Eurich (1985) estimates the number of employees 
participating in one or more training courses annually in 
the United States to be between seven to eight million. 
With the overwhelming importance of training, 
organizations in business and industry are spending 
tremendous amounts of time and expenses for training. Bass 
and Barrett (1972) have reported that management may spend 
as much as 10 percent of their payrolls on training and 
development activities. One large corporation, for. 
instance,, reported spending 75 million dollars annually on 
the salaries of management employees who were in training 
programs (Holt, 1963). In 1979, one U. S. telephone company 
spent 25,000 dollars per trainee to train an operator of an 
electronic switching system (Reily & Manese, 1979). As 
shown in the above examples, private business and industry 
sectors are investing heavily in training efforts. Current 
estimates of the annual costs of private sector training 
range from $30-50 billion, with projections rising steeply 
(Lloyd, 1987). The cost and time of training for public 
sectors are also observed to be high. In the 1977 fiscal 
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year, for instance, 555,544 civilians in the U.S. Federal 
Government received 37,469,999 hours of training at a 
reported cost of over 2.5 billion dollars. These figures do 
not include trainees' salaries (Office of Personnel 
Management, 1979). 
The growth and resulting importance of training and 
development can be attributed to social and technological 
changes. Nowadays, those changes are so great and far 
reaching that knowledge and skills obtained in formal 
schooling are not enough to meet the changing needs of 
business and industry. Hiemstra (1976) points out three 
major factors that influence social change and the resulting 
educational changes, which also have implications for the 
growing needs of training: (1) rapidity and constancy of 
societal and technological change, (2) the continuous march 
by many adults toward occupational obsolescence, and (3) the 
change in lifestyles or value systems affecting so many 
people. Such changes strongly require adults/employees to 
attend to educational activities/training. From the 
perspectives of business and industry, effective training 
programs can result in increased productivity and greater 
employee satisfaction (Wexley & Yukl, 1977). 
Tracey (1984), using human resource development as a 
broad term of training and development, points out that the 
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principal shapers of the workforce in the 1980s and 1990s 
will demand more attention to training; these principal 
shapers are as follows: 
1. The changing profile of the entry-level worker. 
2. The changing composition of the workforce. 
3. The mismatches between supply and demand for 
specific job skills. 
4. Increased generational and gender conflict and 
confrontation. 
5. Less acceptance of the traditional work ethic. 
6. Changing life styles and value systems. 
7. Increased competition for domestic and foreign 
market. 
8. Rapid growth of information technology. 
9. Increased participation of employees in managing 
organizations. 
10. Uncertainty about the role of unions. 
These shapers are expected to create more requirements for 
training in business and industry. 
Training; Its Goals and Methods 
Training, in its broad sense, is a set of planned, 
systematic activities on the part of an organization to 
increase job knowledge and skills or to modify the attitudes 
and social behavior of its members in ways consistent with 
the goals of the organization and the requirements of the 
job (Landy, 1985). The term training, however, originally 
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referred to the communication and learning of the manual 
skills necessary to perform an economic task on the part of 
an organization's workers (Otto & Glaser, 1970). As the 
practice of training progresses and the demand for human 
resource development increases, the term has come to include 
a broad spectrum of activities, ranging from skill training 
to individual development for organizational change (Otto & 
Glaser, 1970). 
Nowadays, the term training and development, as shown 
in the name of the American Society for Training and 
Development, are frequently used side by side. Training and 
development, as a broad concept of training, are terms 
referring to planned efforts designed to facilitate the 
acquisition of relevant skills, knowledge, and attitudes by 
organizational members (Wexley & Yukl, 1977). The two 
terms, however, are not entirely alike in their meanings. 
Training usually refers to rather specific, factual, and 
narrow-range content in terms of its subject-matter, while 
development implies a focus on general decision-making and 
human relations skills (Campbell, Dunnette, Lawler, & Weick, 
1970). In terms of audience, training usually involves 
lower level employees, whereas development is training 
activities designed for middle and upper managers (Wexley & 
Yukl, 1977). In spite of such differentiations, the two 
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terms are often used synonymously: training denoting a 
broad concept, and training and development denoting more 
specific contexts. 
One widely accepted definition of training, as McGehee 
(1979) defines it, views training as the formal procedures 
which a company utilizes to facilitate learning so that the 
resultant behavior contributes to the attainment of the 
company's goals and objectives. This definition emphasizes 
a close relationship between the objectives of an 
organization and its training program. The terms training 
and development, these days, tends to imply even a broader 
concept of human resources development (HRD), implying a 
broader scope of activities and learning experiences 
(Tracey, 1984). 
Although training, learning, and education have much in 
common, some differences can be noticed. Training is a set 
of planned activities on the part of an organization to 
increase an employee's job performance toward the attainment 
of organizational goals. On the other hand, learning is a 
relatively permanent change in behavior which comes through 
experiences and is not necessarily the direct result of body 
states (Landy, 1985). Training and learning deal with the 
same phenomenon from two different perspectives: learning is 
something that takes place inside the person—a change of 
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some sort; training is something that is done to the person. 
Training is a planned experience that is expected to lead to 
learning (Landy, 1985). Training emphasizes learning for a 
definite objective, characteristically associated with the 
goals of an organization (Mayo & DuBois, 1987). Education 
seeks broader, more generalizable capabilities, while the 
goals of training are more specific and task-oriented (Mayo 
& BuBois, 1987). 
The goal of training is to make sure that the employee 
has sufficient knowledge and proficiency to meet the demands 
of the job. As such, training is assumed to build on 
applicant motivations tapped in the recruiting phase and to 
refine, and focus on the basic competencies required for 
better job performance (Landy, 1985). 
In order to achieve the goals of training, trainers are 
expected to select appropriate training methods in 
organizing and implementing training. In their extensive 
review of the literature and their survey of practices in 
managerial training, Campbell, Dunnette, Lawler, and Weick 
(1970) have identified 22 different methods and techniques 
that seem applicable to training and development. The 
authors have categorized those training methods into three 
groups: (1) information presentation methods, (2) 
simulation methods, and (3) on-the-job training methods. 
39 
Information presentation methods/techniques are devices 
which have, as their aim, the teaching of facts, concepts, 
attitudes, or skills without requiring simulated or actual 
practice on the job itself (Campbell, Ounnette, Lawler & 
Weick, 1970). Some of the information presentation methods 
are externally directed, in that the trainer is in control 
of the session and determines the program (Mayo & DuBois, 
1987), Under this category of methods are lectures, 
conference methods, T (training) groups or sensitivity 
training, laboratory education, systematic observation, 
closed-circuit television, programmed instruction, 
correspondence courses, motion pictures, and reading lists 
(Campbell et al., 1970). 
Simulation methods provide trainees with actual 
practice of the managerial role with varying degrees of 
realism. Simulation methods are usually designed to provide 
realistic training in decision-making or interpersonal 
relations. Simulation methods present a simulated or 
artificial representation of some aspect of an organization 
or industry and require the trainees to react to it as if it 
were the real thing (Campbell et al., 1970). The advantages 
of simulation methods are that the activities of the 
trainees closely resemble actions in real life, including 
negotiations, compromises, and decisions. Further, trainees 
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can witness the results of their actions (Kozma, Belle, & 
Williams, 1978). As for disadvantages, it has been pointed 
out that simulation methods can be too simplistic and can 
leave the trainee with an incomplete or inaccurate view of 
reality. Simulation methods include the case study, the 
incident method, role playing, business games, the task 
model, and the in-basket technique (Campbell et al., 1970). 
The category of on-the-job training methods has the 
notion of practice on the actual tasks to be performed 
(Campbell et al., 1970). The on-the-job training methods 
are used largely to achieve proficiency in tasks that will 
be undertaken immediately (Mayo & OuBois, 1987). These 
methods have the advantage of avoiding the problem of 
transfer of training from a separate training setting to the 
job setting (Landy, 1985). However, there are many jobs in 
which at least the initial phase of training cannot be 
handled on the job. Further, on-the-job training may 
produce an overload for new employees (Landy, 1985). Under 
this category of on-the-job training are job rotation, 
committee assignments, or junior executive boards, on-the-
job coaching, performance appraisal, etc. (Campbell et al., 
1970). 
Other categorizations of training methods are found in 
Kay, Peyton, and Pike (1987). They grouped widely used 
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training methods under the primary categories of 
"information receiving," "discussion," "information 
finding," and "dramatization." Each category of training 
methods are as follows: 
1. Information receiving; lecture, demonstration, 
debate, panel, dialog, etc. 
2. Discussion/synthesizing: question-answer, group 
discussions, symposium, listening team, buzz 
groups, brainstorming, etc. 
3. Information finding; field trip/tour, case 
study, project experience, etc. 
4. Dramatization/application: role playing, skit, 
simulations, experiential-experimentations, etc. 
Including the methods mentioned above, numerous methods 
and techniques are available for training. Each method or 
technique has its own characteristics and potentials for 
making an effective training program. An effective trainer 
is generally expected to use a variety of training methods 
and techniques to promote interest and encourage persistence 
among the participants (Knox, 1980). The selection of 
training methods should be made, depending on what is 
appropriate for the content, outcomes, environment, and 
other available resources (Kay et al., 1987). Although the 
selection should be made on a specific learning task in a 
specific learning situation, it is trainers who make final 
decisions on which methods should be adapted for a training 
program. Therefore, a trainer's attitudes and beliefs about 
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education are assumed to influence the trainer's managing 
behaviors related to training. 
Educational Orientation: Andragogy Versus Pedagogy 
Since Malcolm Knowles (1968, 1970) has brought 
attention to theoretical foundations and assumptions on the 
concept of andragogy, the term andragogy has won widespread 
recognition in the United States during the last fifteen 
years (Davenport & Davenport, 1985c). Although Knowles is 
often given credit as a major proponent of andragogy in the 
United States, its origin goes back to the German teacher, 
Alexander Kapp who used the term to describe the educational 
theory of Plato (Nottingham Andragogy Group, 1983). Even in 
the United States, the term was introduced as early as in 
1927 by Anderson and Lindeman (1927). However, the term had 
not been given much attention until Knowles (1970) activated 
its discussion in American adult education through one of 
his major publications: The Modern Practice of Adult 
Education (Knowles, 1970). Knowles's publication of this 
book has since been given a major credit as an active effort 
of its kind for the conceptualization of the term in the 
United States. 
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Assumptions and Procedures 
Since Knowles (1968, 1970) activated the terms 
andragogy and pedagogy in the context of adult education, 
the two opposing bodies of educational assumptions and 
practices have attracted much attention from adult educators 
and researchers. Even Davenport and Davenport (1985c) 
pointed out that the concept of andragogy has had a major 
impact upon American adult education over the last fifteen 
years. 
As defined by Knowles in The Modern Practice of Adult 
Education (1970), The Adult Learner: A Neglected Species 
(1973), and Self-directed Learning; A Guide for Learners and 
Teachers (1975), andragogy is "the art and science of 
helping adults learn," while pedagogy is "the art and 
science of teaching children." Although Knowles 
distinguished andragogy and pedagogy, he does not mean that 
children should be taught pedagogically only and adults 
should be taught andragogically only (Kerwin, 1979). 
Instead, the two terms simply differentiate between two sets 
of assumptions about learners and two sets of procedures for 
designing and operating educational programs. Thereby, the 
two modes of educational practices are assumed to use 
teaching methods appropriate to each context of education. 
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The major difference between andragogy and pedagogy, 
according to Knowles (1970), begins with how each defines 
the purpose of education. That is, andragogy defines the 
purpose of education as the process of learning what is not 
known from a learner's point of view. On the other hand, 
pedagogy defines the purpose of education as the process of 
transmitting what is known from a teacher's point of view. 
This is why andragogy is often cited as self-directed 
learning or learner-centered learning while pedagogy is 
defined as teacher-directed learning. The Self-Directed 
Learning Contract Form that Knowles (1975) developed is an 
example of an andragogical approach to helping adult 
learners explore what is not known. 
Such differences in the purpose of education for 
andragogy and pedagogy lead to different assumptions on the 
concept of learner, role of learner's experience, readiness 
to learn, orientation to learning, and motivation. Starting 
with the concept of learner, Knowles (1975, pp. 19-21) 
states these different assumptions as follows: 
1. Teacher-directed learning (pedagogy) assumes the 
learner is essentially a dependent personality 
and the teacher has the responsibility of 
deciding what and how the learner should be 
taught; whereas self-directed learning 
(andragogy) assumes that human beings grow in 
capacity land need) to be self-directing as an 
essential component of maturing. 
2. Teacher-directed learning assumes that learner's 
experience is of less value than that of the 
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teacher, the textbook writers and materials 
producers as a resource for learning; whereas 
self-directed learning assumes that the learners' 
experiences become an increasingly rich resource 
for learning which should be exploited along with 
the resources of an expert. 
3. Teacher-directed learning assumes that students 
become ready to learn different things at 
different levels of maturation; whereas self-
directed learning assumes that individuals become 
ready to learn what is required to perform their 
evolving life tasks or to cope more adequately 
with their life problems. 
4. Teacher-directed learning assumes that students 
enter into education with a subject-centered 
orientation to learning (they see learning as 
accumulating subject matter); whereas self-
directed learning assumes that this orientation 
is a result of their previous conditioning in 
school and that their natural orientation is 
task- or problem-centered. 
5. Teacher-directed learning assumes that students 
are motivated to learn in response to external 
rewards and punishments; whereas self-directed 
learning assumes that learners are motivated by 
internal incentives, and curiosity. 
In his extensive review of literature, Lee (1985) 
characterized self-directed learning with the learner's 
initiative, responsibility, autonomy, and overall control 
throughout the learning process. 
The different foci of these two basic assumptions on 
the purpose of education and the concept of learning should 
not lead to the misunderstanding that pedagogy deals with 
content and andragogy does not deal with the content. 
Instead, the pedagogical model of education is concerned 
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with transmitting information and skills whereas the 
andragogical model is concerned with providing procedures 
and resources for helping learners acquire information and 
skills (Knowles, 1973). The different focus on assumptions 
leads to different procedures for designing and operating 
educational programs and thereby different methods to be 
used in the procedures. Knowles (1970, 1975) differentiated 
two different sets of procedures involving these elements: 
(1) learning climate, (2) planning, (3) diagnosis of needs, 
(4) setting goals, (5) designing a learning plan, (6) 
methods for teaching-learning, and (7) evaluation. The 
procedural differences are that teacher-directed learning is 
directed primarily by the teacher, whereas self-directed 
learning is managed primarily by the learner with or without 
the help of a teacher. Knowles (1975, pp. 34-37) has 
summarized the procedural differences between andragogy as 
self-directed learning and pedagogy as teacher-directed 
learning as follows: 
1. The climate for an andragogical model of learning 
is informal, mutually respectful, consensual, 
collaborative and supportive, whereas that of a 
pedagogical model is formal, authority-oriented, 
competitive, and judgmental. 
2. An andragogical model of learning assumes that 
planning is made by participative decision­
making, whereas the pedagogical model assumes 
that planning is done primarily by the teacher. 
3. Diagnosis of needs is made by mutual assessment 
in the andragogical model, whereas diagnoses are 
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done primarily by the teacher in a pedagogical 
model. 
4. The setting of goals is made by mutual assessment 
in the andragogical model, whereas the setting of 
goals is made primarily by the teacher in the 
pedagogical model. 
5. In the andragogical model, designing of the 
learning plan is based on learning projects, and 
learning contracts, and sequenced in terms of 
readiness, whereas the designing of learning plan 
in the pedagogical model is based on a content 
unit, course syllabus, logical sequence. 
6. An andragogical model of learning uses inquiry 
projects, independent study or experiential 
techniques, where the pedagogical learning 
activities use transmittal techniques and 
assigned readings. 
7. In the andragogical model, evaluation is usually 
done by mutual assessment of self-collected 
evidence, whereas the evaluation in the 
pedagogical model is done primarily by teacher. 
In the instructional process, the pedagogical educator 
acts as a transmitter of knowledge and skill, and source of 
information. The pedagogical educator deals primarily with 
the content of a subject matter and focuses on what is 
known. He or she acts as an expert in their field (Knowles, 
1975). In contrast to the pedagogical educator, the 
andragogical educator acts as a procedural guide, 
facilitator of learning, and learning consultant. Knowles 
(1975) has referred to the concept of procedural guide to 
the seven process elements that were mentioned above. 
Andragogical-oriented educators, therefore, considers his or 
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her primary responsibility as that of helping individuals 
develop competence as self-directed learners. And this 
orientation distinguishes him or her from a pedagogical-
oriented educator who assumes primary responsibility as that 
of transmitting content of a subject matter and judging the 
student's absorption of the transmitted content. 
Research on Andraaoqical and Pedagogical Orientation 
Most recent studies on andragogical- and pedagogical-
orientation have been done with the use of the Educational 
Orientation Questionnaire (EOQ). The EOQ was first 
developed by Hadley (1975) under the Guidance of Malcolm 
Knowles. Hadley's (1975) EOQ identifies the educational 
orientation of persons in adult education in regard to two 
possible orientations, andragogical and pedagogical. 
Recent studies on andragogical and pedagogical 
orientations have used Hadley's (1975) original EOQ or a 
slightly modified version of it. Kerwin (1979) investigated 
the relationship of educational orientation to selected 
variables, administering the EOQ to 96 instructors teaching 
in four of North Carolina's two-year colleges. The result 
indicated that students of andragogical-oriented educators 
perceived that their instructors provided more student 
involvement than students of pedagogical-oriented educators 
perceived that their instructors provided. In that 
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research, andragogical-oriented educators were more likely 
than pedagogical-oriented educators to encourage students to 
critically evaluate their society and try new behavior and 
to be concerned with the students' growth in self-
understanding. Further findings suggested that age does not 
seem to be related to educational orientation, nor does 
teaching status, full or part-time. 
Grubbs (1981) studied educational orientations of 122 
faculty and 332 students in 20 selected Midwestern schools 
of theology. Grubbs discovered that female faculty members 
tended to be more andragogical than males. The sex 
difference in the EOQ was also found in the student 
population. Female students were found to be more 
andragogical than male students. Younger students were more 
andragogical than older students. However, there were no 
significant differences in educational orientation among 
faculty on the basis of age groups. The findings also 
indicated that there were no significant differences in 
educational orientation among faculty members on the basis 
of the number of years teaching in theological education. 
Van alien (1982) explored both faculty and student 
attitudes in eight community colleges in North Carolina by 
administering the EOQ. His findings showed that there was 
no significant difference in educational orientation between 
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the two sample groups. The result, however, indicated that 
among those with higher andragogical scores were full-time 
younger female and married students, full-time female 
younger instructors, those with higher educational 
attainment, and those with more courses in adult education. 
Christian (1982) investigated andragogical and 
pedagogical orientations of military and civilian personnel 
attending classes on, by, or for Tinker Air Force Base. In 
his study, he administered the slightly modified EOQ to 
three groups: (1) military personnel in mandatory training, 
(2) civilian employees in mandatory training, and (3) 
military and civilian personnel in voluntary training. The 
analysis showed that the military personnel in mandatory 
training were the most andragogical, followed by group three 
and then group two. The military were more andragogical in 
their desire for warm relationships between the educator and 
the learner and among learners. Christian (1982) assumed 
that this would be probably due to the fact that the 
military were often separated from their families and were 
trying to satisfy their belonging needs. 
Davenport and Davenport (1984) explored the 
relationship between educational orientation and age, sex, 
and academic achievement. For the study, they administered 
the EOQ to 113 graduate and undergraduate students who 
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enrolled in classes in the College of Education, University 
of Wyoming. The analysis indicated that female students 
were more likely than male students to have a higher 
andragogical orientation. No significant relationship, 
however, was found between age and educational orientation. 
This result was in conflict with the findings of Grubbs 
(1981) and Van alien (1982). And the research showed no 
significant relationship between educational orientation and 
academic achievement as measured by grade point average. 
Since Hadley (1975) tried to operationalize the 
measurement of educational orientation toward an andragogy-
pedagogy continuum, there have been several research efforts 
to explore educational orientation and its relationships 
with other variables. Those research efforts, as reviewed 
above, have provided some empirical data on the educational 
orientation among various populations. However, those 
research findings are not definitive and conclusive. 
Educational Philosophy: Its Orientations 
Philosophy is the continual pursuit of meanings -
wider, clear, more negotiable, more articulate meanings. It 
is concerned primarily with the general and not with the 
particular. Philosophy aims at universality (O'Neill, 
1981). The value of adult education philosophies for the 
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adult educator/trainer lies in attitudes and understandings 
that the educator/trainer will bring to his or her tasks in 
managing the instructional program. The educator's 
philosophy inspires the instructional activities and gives 
direction to educational practice (Elias & IWerriam, 1980). 
Educational philosophy provides directions and guidelines to 
an educator/trainer on how he or she orients himself or 
herself to the world of experiences, what meanings he or she 
finds in events, what values he or she aspires to, what 
standards guide his or her choice in all he or she does 
(O'Neill, 1981). Therefore, it is important for an 
educator/trainer to recognize that a philosophical 
orientation is integral to the practice of adult education 
(Collins, 1986). 
Brostrom (1979) conceptualized the trainer's training 
style in terms of four philosophical orientations; the 
behaviorist orientation, the functionalist orientation, the 
structuralist orientation, and the humanist orientation. 
Each of the four philosophical orientations holds different 
assumptions and views on the teaching-learning process. The 
following review of the four philosophical orientations was 
made in terms of their implications on the psychology and 
practice of education. 
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Behaviorism 
Behaviorism is a philosophy of science which is 
concerned with the subject matter and methods (Skinner, 
1974; Elias & Merriam, 1980). Although its roots go back to 
a number of philosophical traditions such as materialism, 
scientific realism, empiricism, positivism, etc. (Elias & 
Merriam, 1980), the origins of behaviorism within psychology 
are generally attributed to John B. Watson's (1913) article 
on "Psychology as the behaviorist views it": 
Psychology as the behaviorist views it is a purely 
objective experimental branch of natural science. 
Its theoretical goal is the prediction and control 
of behavior. Introspection forms no essential 
part of its methods, nor is the scientific value 
of its data dependent upon the readiness with 
which they lend themselves to interpretation in 
terms of consciousness. The behaviorist, in his 
efforts to get a unitary scheme of animal 
response, recognizes no dividing line between man 
and brute. The behavior of man, with all of its 
refinement and complexity, forms only a part of 
the behaviorist's total scheme of investigation 
(p. 158). 
Watson (1913, 1919) firmly believed that psychology 
should be based exclusively on the same rigid scientific 
principles and methodology that were used in such 
naturalistic sciences as physics, chemistry and biology. 
Contrasting behaviorism with mental ism, Watson held that the 
subject matter of psychological studies should be observable 
behaviors, not mind or consciousness. For such a genuinely 
scientific psychology, Watson and his adherents proposed to 
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use laboratory-oriented, experimental methods such as direct 
observation, the conditioned reflex method, verbal reports 
as accounts of behavior, and objective testing methods. 
With an emphasis on those methods, Watson rejected an 
introspective methodology. Further, he stressed that 
behavior is not to be interpreted or explained by reference 
to mental processes. 
Watson took an environmentalist position to understand 
human behavior. Human nature for him is generally subject 
to change, and there is practically no limit to what man 
might become (Milhollan & Forisha, 1972). Man's habits, 
attitudes, predispositions, and tastes are not innate, nor 
do they grow out of his human nature. They instead are 
acquired as a consequence of his contact with environment, 
particularly, his interaction with other people (Kolesnik, 
1975). From this point of view, Watson and his adherents 
assumed that all human behavior, including the most complex 
activities, could be objectively explained in terms of 
conditioning, more specifically, classical conditioning or 
respondent conditioning. 
Watson's primary contributions to psychology were his 
objection to the distinction between mind and body, his 
emphasis on the study of overt behavior, and the thesis that 
behavior, which seemed to be the product of mental activity, 
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could be explained in other ways. Mis influence on 
psychology and the practice of education were so great that 
most learning theories followed were behavioristic 
(Milhollan & Forisha, 1972). 
Since Watson's foundational works on behaviorism, 
several variations have been found among its later adherent 
behaviorists. In contrast to Watson's classical 
behaviorism, its variations are known collectively as 
neobehaviorism (Miller, 1984). 
The major variations of neobehaviorism include formal 
behaviorism (Hull, 1943, 1952; Tolman, 1951, 1967), informal 
behaviorism (Miller, 1951, 1969), and radical behaviorism 
(Skinner, 1974). Whereas other forms of behaviorism have 
passed into history, radical behaviorism has survived as the 
only behaviorism exerting serious influence today (Krasner, 
1984). Radical behaviorism has not only its own place 
within the American Psychological Association, but also its 
own journals: The Experimental Analysis of Behavior and 
Applied Behavior Analysis. One of the most prominent 
radical behaviorists is Burrhus Frederick Skinner. He is 
not only the best known of the contemporary behaviorists but 
is often cited as the most influential one today. Skinner's 
(1974) theory of behaviorism has rapidly evolved into a 
system of psychology encompassing a philosophy of science 
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(i.e., radical behaviorism), a theory of behavior (behavior 
analysis), a core research methodology, and a program of 
applications (Bijou, 1985). 
Since one of his major publications. Behavior of 
Organisms (1938), Skinner has distinguished operant 
conditioning from classical conditioning. Whereas 
respondent behavior is controlled by a preceding stimulus, 
operant behavior is controlled by its consequences, that is, 
stimuli which follow the response. In classical 
conditioning, "responses are conditioned or unconditioned 
reflexes. The stimuli which evoke the responses are all 
that matter; reward, reinforcement and feedback are not 
necessary. On the other hand, in operant conditioning, the 
responses are as important as the stimulus and if 
reinforced, will solidify the bond to the stimulus" (Elias & 
Merriam, 1980, p. 83). The behavior, herein, is 
strengthened by its consequences, and for that reason the 
consequences themselves are also called "reinforcers." 
For Skinner, the application of his methods to 
education is simple and direct. Teaching is simply the 
arrangement of contingencies of reinforcement under which 
students learn (Milhollan & Forisha, 1972). 
Regarding orientations to teaching and learning, 
behaviorists assume that new.behavior can be caused and 
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shaped with well-designed structures around the learner 
(Brostrom, 1979). In organizing training in business and 
industry, the behaviorist-oriented training designers are 
expected to select the desired end behaviors and proceed to 
engineer a reinforcement schedule that systematically 
encourages learners' progress toward those goals (Brostrom, 
1979). 
Structuralism 
The origins of structuralism in general lie in 
linguistics: in the work of Ferdinand de Saussure 
(1974/1916). Saussure is often acknowledged as the founding 
father of structuralism (Gibson, 1984). Rejecting a 
commonsense theory of meaning, he had tried to encompass the 
relationships between words in the totality that is 
language. Structuralism as a system of psychology, however, 
began formally with the teachings and writings of Wilhelm 
Wundt in the late nineteenth century (Lundin, 1984). 
As a contemporary theory, structuralism attempts to 
identify universal organizing principles underlying the 
surface of cultural, social, psychological linguistics and 
literary expressions. Although structuralism has its 
antecedents in British philosophy of the eighteenth and 
nineteenth centuries, its contemporary approach has 
developed since the second world War, particularly in 
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France. And structuralism has since had its greatest impact 
in the English speaking world over the past decade or so 
(Harre & Lamb, 1983). 
Structuralism, as a philosophical point for the 
explanation of human conduct, encompasses a vast range of 
human experiences, addressing itself to linguistics, 
anthropology, literature and literary criticism, psychiatry, 
psychology, social sciences and education. In spite of its 
variety of applications, the central notion of structuralism 
lies in the thesis that certain basic structures (or systems 
or symmetries) govern and explain any object of study 
(Gibson, 1984). Regarding the central conception of the 
structuralist thesis, Scholes (1974) states as follows: 
At the heart of the idea of structuralism is the 
idea of system: a complete, self-regulating 
entity that adapts to new conditions by 
transforming its features whilst retaining its 
systematic structure (p. 10). 
The major thrusts of structuralism, found in common 
among most structuralists, are: (1) the whole is greater 
than the sum of the parts, and (2) reality lies not in 
things, but in the relationships between them (Gibson, 
1984). Therefore, the individual needs to be understood in 
the context of his or her social relationships. 
With regard to a tremendous influence of structuralism 
over the practice of education, Jean Piaget deserves 
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particular attention. His interests, however, embrace such 
areas of study as psychology, philosophy, linguistics and 
mathematics (Piaget, 1971a). Encompassing the structuralist 
features mentioned above, Piaget (1971a) has developed a 
conception of human growth and development. Regarding the 
conception of human growth and development, he has 
established a theory of cognitive development. In his 
theory of cognitive development, he views the performance of 
specific tasks in relation to cognitive structures. Piaget 
(1973) has specifically formulated four successive levels 
and stages of development as follows: 
First, we have a stage, before about age eighteen 
months, which precedes speech and which we will 
call that of the sensory motor intelligence. 
Secondly, we have a stage which begins with speech 
and lasts for about seven or eight years. We will 
call this the period of representation, but it is 
preoperatory.... Then, between about seven and 
twelve, we will distinguish a third period which 
we will call that of concrete operations. And 
finally, after twelve years, there is the stage of 
propositional or formal operations (p. 11) 
In his theory of cognitive development, each stage 
forms a whole or a totality, achieving an equilibrium by 
which all elements within the whole interrelate such that 
tasks are accomplished according to a framework appropriate 
to the individual at a given level of development 
(Silverman, 1987). 
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Development from one cognitive level, or stage, to 
another involves the processes of assimilation and 
accommodation. The concepts of accommodation and 
assimilation shows the individual's direct relationship with 
his environment. Piaget (1971b) writes about this point as 
follows: 
We shall apply the term "accommodation" to any 
modification produced on assimilation schemata by 
the influence of environment to which they are 
attached. But just as there is no assimilation 
without accommodation (whether previous or 
current), so in the same way there is no 
accommodation without assimilation; this is as 
much as to say that environment does not merely 
cause a series of prints or copies to be made 
which register themselves on the subject, but it 
also sets in motion active adjustments; which is 
why every time we speak of accommodation. The 
phrase "accommodation of assimilation schemata" is 
to be understood (pp. 8-9). 
The two processes are complementary and inseparable. These 
processes are also observable at all stages of intellectual 
development ensuring both continuity and change. 
In spite of his tremendous influence over the practice 
of education, there have been some criticisms on the 
Piagetian theory, too. That is, research has shown that 
young children are more advanced in their thinking than the 
piagetian theory implies (Peel, 1968). Further, adolescents 
and adults do not correspond exactly to the model of formal 
operations Piaget proposes (Gibson, 1984). 
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Regarding teaching-learning, a structuralist 
orientation assumes that the mind is like a computer; the 
teacher/trainer is the programmer (Brostrom, 1979). in 
organizing training the structuralist-oriented trainers 
share the basic assumptions: content properly organized and 
fed bit-by-bit to learners will be retained in memory; 
criterion tests will verify the effectiveness of teaching; 
the teacher "keeps people awake" while simultaneously 
entering data - a much-envied skill (Brostrom, 1979). 
Functionalism 
Functionalism generally views human behavior in terms 
of active adaptation to the environment. As philosophical 
thoughts, functionalism holds that each psychological state 
can be defined by its functional relations to inputs, 
outputs and other psychological states; hence a mind becomes 
an integrated system of such states (Harre 6 Lamb, 1983) 
As a school or system of psychology, functionalism has 
its philosophical roots in Darwin's (1958) conception of 
evolution as well as in the psychology of William James 
(1909). Darwin's (1958) conception of natural selection 
stated that only those variations of a particular species, 
that could best adapt to a particular environment, would 
survive. For him, the whole process of adaptation could 
apply not only to the physical but also to the mental. With 
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an MphMls on induetivt method# of leltnet, Darwin (1958) 
developed a seitntlfie methodology for arriving at 
knowledge. The methodology entailed observation and the 
testing of hypotheses through experience. 
Xn his publication of Principles qI Psvcholoov (1890), 
James conceded his philosophical stance that the 
psychologist, whatever his metaphysical views may be, should 
assume "a thoroughgoing dualism," of subject and object, 
that is, mind knowing and thing known. James (1890) 
believed that mind aided the body for its survival. In the 
case of reason and problem solving, mental activity was 
preeminent and promoted survival. 
Stressing psychological adaptation and adjustment, 
James (1909) believed that ideas had value only if they were 
workable and useful. In that sense, truth is not absolute 
or immutable. To him an individual's reality means simply 
his relation to emotional and active life. In this sense, 
whatever excites and stimulates our interest is real. 
James (1900) viewed the human mind as the product of 
the environment, an accumulation of sensory data that comes 
from the outside world. From that perspective, education, 
he believed, is essentially the organization of acquired 
I 
habits of conduct and tendencies to behavior. Thus, the 
task of an educator, he thought, is to attend to the 
formation of a student's habits. 
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functionalist orientation assumes that people learn best by 
doing and they will do best what they want to do. People 
will learn what is practical (Brostrom, 1979). The 
functionalist-oriented teacher/trainer further assumes that 
the learner must be motivated by the process or the product, 
otherwise it is useless to try teaching. Therefore, 
performance 'on-the-job' is the best (Brostrom, 1979). The 
concepts of opportunity, self-direction, thinking, achieving 
results, and recognition are important to the functionalist 
assumptions. For the practice of teaching and learning or 
training, the methods of problem solving, simulation, hands-
on experience, competence learning, etc., are emphasized in 
the functionalist orientation. 
Humanism 
Humanism within psychology began to emerge in the late 
1940's in part as a reaction to psychoanalysis and 
behaviorism (Kolesnik, 1975). As a philosophy, however, 
humanism is as old as human civilization, having its roots 
in classical China, Greece, and Rome (Ellas & Merriam, 
1980). 
Humanism is a broad philosophical point of view which 
holds sacred the dignity and autonomy of human beings. Most 
humanists share the basic assumptions about the human 
personality. Humanists in general believe that man is much 
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more than an tlaboratt, sophiaticatad machine and he cannot 
be fully deacribfld in terms of statistics, graphs, charts, 
etc, Bugental (1967), from a humanistic philosophical point 
of view, describes the humanistic psychologist's model of 
man as follows* 
Man is viewed as a subject in the midst of his own 
living, acting on the world, changing himself and 
all about him. While man's reactlveness is 
certainly recognized, the humanistic psychologist 
regards this as less distinctive of the human 
experience and tends to look to those ways in 
which humans distinguish themselves from objects, 
from lower animals and from one another (p. 8). 
This humanistic perspective is in contrast with the 
behaviorist orientation. The behaviorists consider man to 
be a passive organism governed by stimuli from the external 
environment. Man can be manipulated, that is, his behavior 
controlled, through proper control of environmental stimuli 
(Milhollan & Forisha, 1972). On the other hand, humanists 
consider man to be the source of all acts. Man is 
essentially free to make choices in each situation. 
The humanist position for psychology focuses on the 
individual's capacity to make his or her own choices, create 
his own style of life, and actualize himself in his own way. 
A humanistic approach to psychology is holistic, with an 
emphasis on spontaneity and the development of the human 
potential through experiential means rather than analysis of 
the unconscious or behavior modification. 
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Regarding human behavior, Rogers (1959) assumed that 
man reacts as an organized whole to his or her phenomenal 
field. Human beings have one basic tendency and striving: 
to actualize, maintain, and enhance the experiencing 
organism. With such an assumption, Rogers (1969) postulates 
that the goal of education should be the facilitation of 
change and learning. He further believes that the only man 
who is educated is the man who has learned how to learn. 
The role of teacher, for Rogers (1969), is the facilitator 
of change and learning in relationship to the learner. As a 
living resource, the facilitator can only function in an 
interpersonal relationship with the learner. This 
relationship is of prime importance in any educational 
setting (Milhollan & Forisha, 1972). His emphasis upon 
self-initiated learning, which is relevant to the learner, 
student participation in planning and evaluation, the 
teacher as facilitator, and group methods has served as 
model for adult educators (Elias & Merriam, 1980). 
Humanism, as a philosophy, encompasses many individual 
variations and manifestations. Most humanists, however, 
have a basic assumption that the uniqueness of each person 
should be recognized and valued. The humanistic approach to 
education puts emphasis on freedom, individuality, feelings, 
openness, mutuality, equality, interaction, experiential 
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learning, etc. (Brostrom, 1979). The applications of 
humanist philosophy and psychology to an educational setting 
encompasses such concepts as learner-centered learning (or 
self-directed learning) as a personal endeavor and teacher 
as facilitator. The main tenet of those concepts is that 
the learner is the center of the process and the teacher is 
a facilitator. Learning is self-directed discovery. 
Organizational Climate 
Organizational climate research occupies a popular 
position in industrial and organizational psychology (James 
& Jones, 1974). The climate of an organization is thought 
to represent the perception of objective characteristics by 
organization members. It is the individual's view and 
perceptions of organizational characteristics which is 
considered to facilitate or prevent organizational changes 
or dysfunctions (Landy, 1985). 
Climate is a concept important in understanding and 
explaining behavior in organizations (Schneider & Reichers, 
1983). Research on organizational behavior has shown that 
organizational members' behaviors within an organization are 
affected by the organizational climate which the member 
shares with other co-workers (Hall, 1972, 1987; James & 
Jones, 1974). The individual organization member is 
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affected by the climate as a whole, by the general 
psychological atmosphere, which is relatively stable over 
time (Ekvall, 1987). 
For the influences of climate over work behavior and 
the prediction of such behavior, Tagiuri (1968) notes as 
follows: 
It is clear that the term (climate) is used in 
widely disparate contexts. Yet each time it 
refers to some feature or characteristic of the 
environment that has consequences for' the behavior 
of an individual or group, and to which the person 
is somehow sensitive.... When everything else is 
held constant but climate, behavior differs. The 
term appears to meet the need for a synthetic, 
molar concept of the environment (p. 18). 
In fact, situational demands may overwhelm individual 
differences when the range of individual differences in a 
work setting is relatively narrow (Guion, 1975; Holdsworth, 
1971). On the point of influence of organizational climate 
on organizational behavior, Mischel (1968) also writes as 
follows: 
Although it is evident that persons are the source 
from which human responses are evoked, it is 
situational stimuli that evoke them and it is 
changes in conditions that alter them (p. 296). 
Although the term climate has been used in widely 
disparate contexts, it is generally accepted that 
organizational climate influences the organization member's 
behaviors. Climate affects organizational and psychological 
processes such as communication, problem solving, decision 
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making, conflict handling, learning, and motivation. Thus, 
the climate exerts an influence on the efficiency and 
productivity of the organization, on its ability to 
innovate, and on the job satisfaction and well-being that 
its members can enjoy (Ekvall, 1987). The climate of an 
organization permeates almost every aspect of an 
organization's activities. 
In their review of theory and research on 
organizational climate, James and Jones (1974) have 
identified three different approaches which are not 
necessarily exclusive. These are (1) multiple measurement-
organizational attribute approach, (2) perceptual 
measurement-organizational attribute approach, and (3) 
perceptual-measurement-individual attribute approach. 
The multiple measurement-organizational attribute 
approach views organizational climate, as Forehand and 
Gilmer (1964) have defined it: "the set of characteristics 
that describe an organization, and that (a) distinguish the 
organization from other organizations, (b) are relatively 
enduring over time, and (c) influence the behavior of people 
in the organization" (p. 362). The main focus of this 
approach is on organizational or group characteristics in 
general, and in particular, context, structure, process, 
physical environment, systems values and norms. 
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The perceptual measurements-organizational attribute 
approach generally views the climate of an organization as a 
set of attributes specific to a particular organization. 
Pritchard and Karasick (1973) defined organizational climate 
as follows: 
Organizational climate is a relatively enduring 
quality of an organization's internal 
environment.... (a) which results from the 
behavior and policies of members of 
organizations....; (b) which is perceived by 
members of the organization; (c) which serves as a 
basis for interpreting the situation; and (d) acts 
as a source of pressure for directing activity (p. 
126). 
This approach has emphasized organizational climate as an 
organizational attribute and situational description. The 
main stipulation of this approach is that organizational 
climate should be measured perceptually. Perceptually 
measured organizational climate represents a set of 
responses to the organizational characteristics and 
processes. 
The perceptual measurement-individual attribute 
approach views organizational climate as a summary 
evaluation of events based upon the interaction between 
actual events and the perception of those events (James & 
Jones, 1974). The climate in this approach reflects an 
individual perception. 
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In reconceptualizing these three approaches, James and 
Jones (1974) have recommended a differentiation between 
climate as regarded as an organizational attribute and 
climate regarded as an individual attribute. For the 
organizational attributes, the term organizational climate 
vas recommended to be appropriate. Regarding an individual 
attribute, the term psychological climate was suggested. 
The organizational climate can be explored by the multiple 
measurement-organizational attribute approach along with 
perceptual measurement, whereas the psychological climate 
can be studied by the perceptual measurement-individual 
attribute approach (James & Jones, 1974). 
Sims and Lafollette (1975) identified two different 
approaches to the study of organizational climate: (1) 
objective approach and (2) perceptual approach. Identifying 
these approaches, they integrated psychological climate into 
organizational climate. The psychological climate of an 
organization is generally referred to as organizational 
climate (Pritchard & Karasick, 1973). 
The objective approach characterizes organizational 
differences in terms of objective variables such as size, 
level of authority, ratio of administrative personnel to 
production personnel, quantity of formal rules, etc. (Sims & 
Lafollette, 1975). Studies with this approach have called 
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attention to the importance of the environment in 
influencing behavior. This objective approach to 
organizational climate generally subscribes to the views of 
Sells (1963) and Bloom (1964) that situational, or 
environmental measures must be obtained independently of the 
individual's perceptions of them. 
The perceptual approach to organizational climate 
operationalizes organizational climate in terms of 
participant perceptions of different aspects of the work 
organization (Sims & Lafollette, 1975). This line of 
research has stemmed from Koffka (1935), who distinguished 
between geographical environment (the objective physical and 
social environment) and the behavioral environment (the 
environment as perceived and reacted to by the subject) 
(Sims & Lafollette, 1975). 
Studies on organizational climate have advanced 
understandings of relationships between an employee's 
perceptions of organizational context and organizationally 
relevant outcomes (Schneider and Reichers, 1983). Analyzing 
organizational climate is important for training, since the 
existing climate will affect a success of training programs 
(Wexley & Yukl, 1977). In their study of the success of 
training programs, Friedlander and Greenberg (1971) found 
that the sole correlate of performance was the degree of the 
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perceived organizational supportiveness. They have further 
suggested that training can be facilitated by paying more 
attention to climate variables. 
Summary 
Training is a set of planned, systematic activities to 
improve individual and organizational performance in an 
organization. The growth and resulting importance of 
training and development are attributed largely to social 
and technological changes. As new knowledge and technology 
emerge rapidly, private business and industry demands 
training more than ever before. The main function of 
training in business and industry is to accomplish 
organizational goals by facilitating the acquisition of 
relevant skills, knowledge, and attitudes by organizational 
members. 
Effective management of training programs will affect 
organizational growth and development. The way trainers 
manage training programs is contingent upon a variety of 
variables such as trainer's educational background, 
educational orientation, educational philosopy, 
organizational climate and expectations, etc. One of the 
trainer's managing behaviors is his or her selection of 
training methods for training and application of those 
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methods to certain training procedures. A trainer's 
selection of the right training method for the right 
procedure is essential for successful training. 
The way a trainer perceives principles of adult 
teaching (e.g., andragogy vs pedagogy) affects the trainer's 
selection of training methods and emphasis on training 
procedures. Andragogical-oriented trainers are more likely 
to apply training methods relevant to andragogical mode of 
training. An andragogical mode of training focuses on 
facilitative and participative methods, whereas a 
pedagogical mode of training is more likely to employ 
transmittal teaching methods. Although educational 
orientation about andragogy and pedagogy gives guidelines 
for training, it should be noted that educational 
orientation is not the only factor affecting a trainer's 
managing behaviors. A trainer's selection of training 
methods should also consider other variables such as 
training content, strategies, and trainees. 
In this chapter, four philosophical perspectives about 
education were discussed; these are behaviorist orientation, 
functionalist orientation, structuralist orientation, and 
humanist orientation. Each philosophical orientation has 
its own particular assumptions on human nature and learning. 
Trainers' philosophical orientations provide frameworks with 
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which trainers perceive trainees and training. The way 
trainers perceive of human nature and training will affect 
the way trainers organize training. A behaviorist 
orientation assumes that new behavior can be caused and 
shaped with well designed structure around the trainee. A 
structuralist orientation for teaching and learning assumes 
that the human mind is like a computer and the teacher is 
the programmer. A functionalist orientation assumes that 
people learn best by doing and they will do best what they 
want to achieve. A functionalist orientation further 
assumes that people will learn what is practical. A 
humanist orientation assumes learning to be self-directed 
discovery. A humanist orientation focuses on a trainee's 
personal growth and development. Such philosophical 
orientations provide guidelines and directions for training. 
In considering a trainer's philosophical orientation, 
it should be also noted that the humanist orientation is 
deeply imbedded in the andragogical concept of adult 
teaching and learning. 
While a trainer's educational orientation and 
philosophical orientation reflect the trainer's personal 
traits, organizational climate is a factor forced on a 
trainer from outside of the trainer, or the trainer's 
interaction with the organization. Organizational climate 
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is an environment where the trainer carries out his or her 
job and training takes place. Organizational climate 
develops by a trainer's interaction with his or her co­
workers or other organizational factors. Studies on 
organizational climate have implied that organizational 
climate is a powerful concept in explaining individual and 
organizational behaviors. Those studies have indicated that 
organizational members' behaviors such as job performance 
are affected by climate factors. 
The literature review on training, educational 
orientation, educational philosophy, and organizational 
climate implies that those factors separately or in 
combination may affect a trainer's preferences of training 
methods in implementing training, and emphasis on training 
procedures in applying training methods. 
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METHODOLOGY 
Introduction 
This chapter describes the procedures and methods used 
to examine effects of trainer orientations and 
organizational properties on methods used in training. More 
specifically, this research investigated the predictive 
relationships of organizational climate and expectations, 
and trainer orientations to the training methods to be used 
in implementing training. 
Additionally, this research investigated the 
relationship between a trainer's educational orientation on 
an andragogy-pedagogy continuum and other research variables 
such .as organizational climate, philosophical orientations, 
and tenure. 
The research was undertaken to answer the following 
questions: 
1. What are the deciding factors affecting a trainer's 
preferences of training methods to be used in implementing 
training? 
2. What are the deciding factors affecting a trainer's 
emphasis on certain training procedures in applying training 
methods? 
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3. Is there any significant difference in educational 
orientation to an andragogy-pedagogy continuum between 
trainers with an internal locus of control and trainers with 
external locus of control? 
4. Are there any significant differences in educational 
orientation among groups of trainers whose participation in 
informal educational activities is different? 
5. Are there any significant differences in educational 
orientation among trainers whose tenures as trainers are 
different? 
Study Design 
The research project was a portion of a larger survey 
study that was studying differences in adult instruction 
among three major settings wherein adult instruction takes 
place: training and development in business and industry, 
higher education, and the Cooperative Extension Service. 
This research focused on trainers in business and industry, 
and had a separate, but comparable set of questions and 
hypotheses than did the larger, comparative study (Wilson, 
1988). 
The research employed a survey method to identify the 
deciding factors affecting a trainer's selection of training 
methods in implementing training, and emphasis on certain 
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procedures in applying training methods. This research was 
exploratory in its nature. 
The information for this study was collected, using a 
questionnaire designed by Wilson (1988) for the larger study 
mentioned above. 
Wilson (1988) developed the questionnaire by adopting 
items from three different existing questionnaires (refer to 
the sectibn of the instrumentation in Chapter III. 
Methodology). The questionnaire provided information on the 
following areas; educational background, educational 
orientation on an andragogy-pedagogy continuum, educational 
philosophy, organizational climate and expectations, 
training methods as teaching arrangements and techniques, 
and a trainer's procedural emphasis in training. 
Major hypotheses were developed to investigate the 
deciding factors affecting: (1) a trainer's preferences of 
training methods in implementing training, and (2) a 
trainer's emphasis on certain training procedures in 
applying training methods. In general, it was hypothesized 
that the trainer's educational background, educational 
orientation, educational philosophy, and the organizational 
climate and expectations, when considered separately, will 
each contribute to the prediction of the trainer's 
preferences of methods to be used iii training, and the 
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prediction of the trainer's emphasis on training procedures 
in applying training methods. It was also hypothesized that 
a combination of the research variables would be the best 
predictor of the training methods and procedures in 
implementing training. For the tests of major hypotheses, 
independent variables were assumed to be predictive of the 
dependent variables. Therefore, this research design 
reflected the causal comparative method (Borg & Gall, 1983). 
The questionnaires ware mailed to the population for 
completion. The completed questionnaires were returned by 
mail. 
Inferential and descriptive statistics were used to 
analyze the data obtained from the questionnaire. All the 
statistical tests for the research hypotheses were made at 
the .05 level of significance. 
Instrumentation 
The survey instrument for this research was organized 
into four sections; (1) Background Information, (2) 
Procedural Information, (3) Organizational Expectations (and 
Climate), and (4) Educational Orientations. Each section 
had a particular focus in relation to the research 
variables. 
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Part I ; Background Information This part of the 
survey instrument asked the subjects about their educational 
background, training experiences, organizational 
expectations, and training procedures and methods that they 
would prefer to use in practicing training. Specifically 
were included the variables: type of trainer, tenure, 
training time, level of formal instruction, level of 
informal instruction, adult teaching experiences, training 
methods, and training processes. 
The type of trainer identified two types: (1) private, 
self-employed consultant/trainer, and (2) corporate 
trainer/consultant. 
The tenure was measured in terms of length-of-teaching 
in a trainer's present training role. The values of the 
variable tenure included: (1) less than 3 years, (2) 3 to 5 
years, (3) 6 to 10 years, (4) 11 to 15 years, and (5) over 
16 years. The trainers were asked to mark on one of these 
categories. 
The training time represented the amount of training 
time in a trainer's job which was directed towards training. 
This variable included the time spent on planning, needs 
assessment and other activities not necessarily done during 
the acts of teaching. The measurement included four 
categories; (1) less than 25%, (2) 25% to 50%, (3) 51% to 
75%, and (4) 76% to 100%. 
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The level of formal instruction measured a trainer's 
involvement in formal educational activities in which the 
trainer had been involved. The measurement included five 
categories: (1) none, (2) less than 10 undergraduate 
credits, (3) major area as an undergraduate (10 credits or 
more), (4) less than 10 graduate credits, and (5) major area 
as a graduate student (10 credits or more). 
The level of informal instruction measures a trainer's 
involvement in informal educational activities such as 
seminars, workshops, lectures, etc. The measurement was 
done in terms of the number of such activities and had four 
categories: (1) none, (2) 1 to 4, (3) 5 to 10, and (4) over 
10. 
The adult teaching experience was about the trainer's 
formal and informal educational activities focussing on 
adult teaching. This item asked the trainers how much of 
those educational activities had been about teaching adults. 
The measurement had six categories: (1) N/A (means the 
trainer had not had any formal/informal educational 
activities), (2) all of them, (3) most of them, (4) about 
half of them, (5) a few of them, and (6) none of them (means 
none of such activities focused on adult teaching). 
The training methods included teaching arrangements and 
teaching techniques. The teaching arrangements included; 
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(1) individual teaching arrangement (one on one, or less 
than 10 trainees involved), (2) small group teaching 
arrangement (approximately 10 to 25 trainees involved), and 
(3) large group teaching arrangement (over 25 trainees 
involved). The trainers were asked what percentage of their 
training took place in each of those teaching arrangements. 
The training methods as a teaching technique included: 
(1) information-receiving methods such as lecture, 
demonstration, debate, panel, etc., (2) information-finding 
methods such as field trip/tour, case study, project 
experience, etc., (3) synthesizing methods such as question-
answer, discussion, symposium, listening teams, small group 
tasks, etc., and (4) application methods such as role 
playing, skits, simulations, experiential-experimentation, . 
etc. The respondents were asked to rank those categories of 
teaching methods from 1 = most frequently used to 4 = least 
frequently used. 
The trainer's emphasis on certain training processes 
was organized into five categories: (1) getting ready to do 
training (e.g., developing a time table, organizing and 
sequencing the training content or information, getting 
equipment and facilities ready, etc.), (2) preparing the 
learner (trainer) (e.g., putting at ease, finding out what 
they know/do not know, arousing interest, etc.), (3) 
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presenting information (e.g., telling, showing, explaining, 
demonstrating, etc.), (4) having learners try out or apply 
subject matter (e.g., perform an operation, explaining 
key/major points for others, go through a process 
experientially, etc.), and (5) following up (e.g., have 
learners perform alone, either in practice or as a part of 
their work-job, encourage questions, check on how they are 
doing occasionally, etc.). The respondents were asked what 
percentage of their training methods were directed towards 
each of those purposes in a training process. 
Part II: Procedural Information This part of the 
instrument was adopted from Brostrom's (1979) Training Style 
Inventory. Brostrom (1979) had conceptualized four 
different philosophical orientations based on the concepts 
of cognition and locus of control. Holistic/sense 
perception of cognition assumes that people deal with 
wholes, not parts-intuitively, emotionally, physically. 
They move spontaneously, "unpredictably," instinctively, 
unconsciously, nonlinearly (right-brain activity). The 
humanist orientation and behaviorist orientation are more 
closely related to this holistic/sense perception. On the 
other hand, analytic/verbal cognition assumes that people's 
minds work rationally, intellectually, scientifically. 
Information is processed systematically, sequentially, for 
85 
storage (memory) and retrieval (language) (left-brain 
activity). The functionalist and structuralist orientations 
are closely related to the assumption of analytic/verbal 
cognition (Brostrom, 1979). 
Those with the internal locus of control are assumed to 
prefer independence, autonomy, and the chance to control 
their own destinies; they are internally directed. The 
humanist and functionalist orientations are more closely 
related to the internal locus of control. On the other 
hand, those with the external locus of control are assumed 
to respond to forces around them; they prefer guidance from 
others or the environment; they are externally directed. 
The behaviorist and structuralist orientations are more 
closely related to the external locus of control (Brostrom, 
1979). 
Those four philosophical orientations have different 
assumptions on teaching and learning as follows (Brostrom, 
1979, P. 98); 
1. Behaviorist; New behavior can be caused and 
shaped with well-designed structures around the 
learner. Therefore, trainers are required to 
select the desired end behaviors and proceed to 
engineer a reinforcement schedule that 
systematically encourages learner's progress 
towards those goals. 
2. Structuralist; The human mind is like a 
computer; the teacher is the programmer. Content 
properly organized and fed bit-by-bit to learners 
will be retained in memory. The trainer keeps 
trainees awake while simultaneously entering 
data. 
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3. Functionalist; People learn best by doing, and 
they will do best what they want to do. People 
will learn what is practical. The learner must 
be willing (or motivated) by the process or the 
product, otherwise it is useless to try teaching. 
Performance "on-the-job" is the true test. 
4. Humanist: Learning is self-directed discovery. 
People are natural and unfold (like a flower) if 
others do not inhibit the process. Anything that 
can be taught to another is relatively 
inconsequential. Significant learning leads to 
insight and understanding of self and others. 
Being a better human being is considered a valid 
learning goal. 
Based on conceptualizations of those four philosophical 
orientations, Brostrom (1979) designed the Training Style 
Inventory (TSI) to explore various beliefs about the 
teaching-learning process, and help a trainer form decisions 
about the use of various training methods. The TSI consists 
of fifteen stem phrases, each of which has four completion 
statements. The completion statements correspond to four 
major philosophical orientations related to instruction. 
The instrument for the present study adapted four items 
from the TSI. The four stem phrases reflect their focus on; 
(1) planning training, (2) the purpose of training, (3) 
decisions on what to be covered in an educational event, and 
(4) the end result of training. Each of the stem phrases is 
followed by four completion statements such as; 
In planning training, I am most likely to 
a. survey the problems and develop valid exercises 
based on my findings. 
b. begin with a lesson plan - specify what I want 
to teach, when and how. 
c. pinpoint the results I want and construct a program 
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that will almost run itself. 
d. consider the areas of greatest concern to the 
participants and plan to deal with them regardless of 
what they may be. 
For each of the four stem phrases, respondents were 
asked to rate the following four response statements in the 
order that completes the phrase to their best satisfaction. 
That is, the respondents were asked to give their most 
favored statement a rating of 4; the next favored, 3; the 
next, 2; and the least favored statement, a rating of 1. 
Since this section of the research instrument had four 
items, the scores on each philosophical orientation range 
from 4, the lowest to 16, the highest. 
This instrument provides a spectrum of four different 
philosophical orientations which trainers have. Some 
trainers may be more inclined towards humanist orientation, 
and less inclined towards other orientations. Since most 
trainers have two or more different orientations (O'Neill, 
1981), the measurement of a trainer's philosophical 
orientation reflects the degrees of each of the four 
orientations in the person. 
Distribution of questionnaire items for completion 
statements are shown in Table 1. 
Part Hit Organizational Climate This part of the 
survey instrument was designed to measure the organizational 
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TABLE 1. Questionnaire items for philosophical orientations 
Philosophical orientation Questionnaire items* 
Behaviorist orientation 1 .c. 2 a. 3 .a. 4 .b. 
Structuralist orientation 1 .b. 2 .b. 3 .d. 4 .a. 
Functionalist orientation 1 .a. 2 .c. 3 .c. 4 .c. 
Humanist orientation 1 .d. 2 .d. 3 .b. 4 .d. 
Arabie number represents the number of stem phrases in 
the questionnaire. Alphabet number represents the number of 
completion statements following the stem phrases in the 
questionnaire, 
climate which had been established through the trainer's 
interaction with other co-workers. This part was adopted 
from the environmental matrix section of the Performance 
Pathfinder System (Performax Systems International, Inc., 
1982), which described the organizational climate using the 
key words; (1) "participating" climate, (2) "enduring" 
climate, (3) "self-functioning" climate, (4) "demanding" 
climate, and (5) "ambiguous" climate. 
The environment matrix of the Performance Pathfinder is 
designed to provide a framework for determining a 
respondent's perceptions of how he or she sees his or her 
organization's expectations of its management and employees. 
The organizational climate measured by the environment 
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matrix is an organizational factor which imposes certain 
expectations on a trainer's role in an organization. This 
instrument has 20 pairs of dichotomous items which describe 
environmental expectations on the respondent and his or her 
co-workers. The original form of the environment matrix 
asks respondents to choose one statement from the paired 
statements such as "more close" or "more distant." However, 
the measurement scale of the environment matrix was modified 
to fit Wilson's (1988) comparative study on educational 
orientations among trainers, university faculty, and the 
Cooperative Extension workers, from which these research 
data were collected. In this study, respondents were asked 
to mark on the number which seems most appropriate to them 
as follows: 
HOW DESCRIPTIVE 
Very Moder- Some- Not Some- Moder- Very 
ately what what ately 
Close 4 3 2 1 2 3 4 Distant 
In this scale, the closer the respondent places a mark (X) 
to either word, the more that word is seen by the respondent 
to be descriptive of his or her organization's expectations 
of the respondent and his or her colleagues. That is, a 
rating of 4 means very descriptive; 3 means moderately 
descriptive; 2, somewhat descriptive; 1, not descriptive. 
The 20 pairs of items in the questionnaire are shown in 
Figure 2. 
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HOW DESCRIPTIVE a 
Animated 
Take charge 
Assertive 
challenging 
Active 
Confronting 
Talkative 
Bold 
Intense 
Forceful 
Flamboyant 
Spontaneous 
Responsive 
Impulsive 
Close 
Feeling 
People oriented 
Outgoing 
Dramatic 
Warm 
V 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
M 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
S 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
Box A 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 3 2 1 2 3 4 
4 • 3 2 1 2 3 4 
4 3 2 1 2 3 4 
Box B 
Passive 
Go along 
Hesitant 
Accepting 
Thoughtful 
Supporting 
Quiet 
Retiring 
Relaxed 
Subtle 
Proper 
Disciplined 
Self controlled 
Methodical 
Distant 
Thinking 
Task oriented 
Reserved 
Matter of fact 
Cool 
a. V means "very" descriptive; M, "moderately"; S, 
"somewhat"; N, "not" descriptive. 
FIGURE 2. Items for the environment matrix 
Although the environment matrix section of the 
questionnaire for this study measured the degree of 
descriptiveness of each statement, scoring was made 
following the instruction of the original environment matrix 
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of the Performance Pathfinder. After the respondents 
completed this instrument, the number of marks in the area 
of Box A was counted for scoring. The total number, then, 
was plotted in the axis of A in the scoring sheet shown in 
Figure 3. In the same way, the number of marks in the area 
of Box B was also counted and then, the total number was 
plotted in the axis of B in the scoring sheet. After 
plotting each number of marks on each axis, a straight line 
was drawn from each plot to the intersection point. The 
intersection point on a scoring sheet represents the 
organizational climate which a trainer perceives in his or 
her organization. 
Descriptions of each organizational climate measured by 
the environment matrix are as follows (Performax Systems 
International Inc., 1982): 
1. Participating climate; You and your co-workers 
are in an environment which expects free 
expression, solicits opinions, develops 
independence, creates democratic relationships, 
and supports personal growth. 
2. Enduring climate; You and your co-workers are in 
an environment which emphasizes teamwork more 
than individual effort, promises security, 
projects paternalism, reduces risks, avoids 
extremisms, and expects loyalty. 
3. Self-functioning climate: You and your co­
workers are in an environment which places 
premium on self-starters, demands individual goal 
setting, permits conflicting ideas, requires 
creativity, rewards .immediate results, and 
provides minimal supervision. 
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10 
9 
Participating 
climate 
8 
7 
6 
Enduring 
climate 
0 12 3 4 5® 6 7 8 9 10 
4 
Self-functioning 
climat 
3 
2 
1 
0 
Demanding 
climate 
B 
^An ambiguous climate exists if either colimn A 
or B has five for a total. 
FIGURE 3. Scoring sheet of the environment matrix 
4. Demanding climate; You and your co-workers are 
in an environment which wants strict adherence to 
policies, sets precise standards and procedures, 
expects conformity to company style, scrutinizes 
ideas meticulously, enforces disciplinary 
measures, and maintains close supervision. 
5. Ambiguous climate: You and your co-workers are 
in an environment where the expectations are 
vague, inconsistent, conflicting or changing. 
Part IV: Educational Orientations This part of the 
survey instrument was adapted from the Educational 
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Orientation Questionnaire (EOQ: Hadley, 1975). The EOQ was 
to measure educational orientation toward an andragogy-
pedagogy continuum, which reflected andragogical-oriented or 
pedagogical-oriented attitudes about the principles and 
practices of adult education. 
The EOQ was first developed by Hadley (1975) under the 
Guidance of Malcolm Knowles. Hadley's (1975) EOQ identifies 
the educational orientation of persons in adult education in 
regard to two possible orientations, andragogical and 
pedagogical. In order to develop a sixty-item EOQ, Hadley 
(1975) had gone through three steps: 
1. He first developed a pool of over 600 statements 
on pedagogical and andragogical attitudes and 
beliefs about education, teaching practices and 
learning. 
2. Those items, then, were clustered into six 
dimensions of the learning process: purpose of 
education, nature of learners, characteristics of 
learning experiences, management of learning 
experiences, evaluation, and relationships of 
educator-students and among students. 
3. Applying the predetermined specific criteria, 100 
items out of the pool were selected for a 
preliminary questionnaire. The preliminary 
100-item questionnaire were administered to a 
group of persons: those believed to be strongly 
oriented toward andragogy and those believed to 
be strongly oriented toward pedagogy. By 
assessing the discrimination power of each item 
between andragogical concept and pedagogical 
concept, 60 items were finally selected for the 
final questionnaire. Thirty items were judged 
likely to be favored by pedagogical-oriented 
educators and another 30 items were judged likely 
to be favored by andragogical-oriented educators. 
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This final form of 60 the item EOQ were administered to 409 
persons in the field of adult education. Test-retest 
reliability was .89 and the coefficient alpha was .94. 
Grubbs (1981) modified Hadley's (1975) EOQ for his 
study to determine educational orientation of faculty and 
students in selected midwestern schools of theology. The 
major modifications were (1) semantic adjustment of words to 
fit the theological education context, (2) removal of male-
oriented terminology, (3) reduction of items from sixty to 
thirty-six. Such modifications were made, based on jury of 
professionals and a pilot study. Grubbs' modified EOQ had 
18 items for pedagogical statements and 18 items for 
andragogical statements. Grubbs (1981) did not make a 
specific test of reliability for his modified version of 
EOQ. Instead, the modified EOQ was assumed to have the same 
reliability that Hadley (1975) obtained. 
The Educational Orientation Questionnaire for this 
study was adapted from Grubbs' (1981) modified EOQ. For 
this research project, some semantic adjustments were made 
to fit trainers in the context of business and industry. 
For instance, "Teaching effectiveness should be... " in the 
Grubbs' EOQ was modified into "Training effectiveness should 
be... " in the instrument for this study. The EOQ modified 
for this study also had 36 items: 18 items for andragogical 
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statements and 18 items for pedagogical statements, shown 
in Table 2. 
TABLE 2. Distribution of items on Educational Orientation 
Questionnaire in an andragogy-pedagogy continuum 
Educational orientation Questionnaire item number 
Andragogical 
orientation 
1, 4, 7, 9, 13, 15, 
18, 19, 20, 22, 23, 
28, 30, 31, 33, 35 
16, 
26, 
Pedagogical 
orientation 
2, 3, 5, 6, 8, 10, 
14, 17, 21, 24, 25, 
29, 32, 34, 36 
11, 12, 
27, 
Each item of the questionnaire statements had the 
Likert-type of scale to measure how strongly the trainer 
agree or disagree with the statements. Below is an example 
of an item which shows the measurement technique: 
SA A U D SD 
Participants nee d  a  s t r o n g  ( ) ( ) ( ) ( ) ( )  
trainer who can direct their 
learning. 
In that example, SA means "strongly agree" with the 
statement; A, "agree"; U, "uncertain"; D, "disagree"; SD, 
"strongly disagree." Andragogical-oriented statements were 
scored from 5 for "strongly agree with the statement" to 1 
"strongly disagree." Reverse order scoring was used on 
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pedagogical-oriented statements with 1 for "strongly agree" 
to 5 "strongly disagree." Thus, a high score represents one 
that is andragogical, and a low score represents one that is 
pedagogical. Since there are 36 items on the questionnaire, 
180 would be the highest score possible and 36 would be the 
lowest possible. A score of 108 would be a median point and 
be considered neutral. Accordingly, scores over 108 are 
considered andragogical-oriented, whereas scores under 108 
are considered pedagogical. 
Cronbach alpha coefficient was applied to test the 
reliability of the EOQ modified for this study. The 
Cronbach alpha coefficient provides a generalizable estimate 
of the internal consistency by assessing the degree to which 
the items are functioning in a homogeneous fashion (Popham, 
1975). Fifty six out of 64 trainers who returned the 
questionnaires completed the EOQ part of this research 
instrument and provided valid information for the 
reliability test. The result showed that the 36 items of 
EOQ had an alpha coefficient of .79 with an inter-item 
correlation of .10, as indicated in Table 3 and Table 4. 
Population and Sample 
The population for the study consisted of 400 
memberships listed in the Iowa chapter of the American 
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TABLE 3. Reliability coefficient of the Educational 
Orientation Questionnaire 
N Mean Variance S.D. Alpha 
coefficient 
Items 1-36 56 120.70 136.32 11.68 .7941 
TABLE 4. Item means and inter-item correlations for 
Educational Orientation Questionnaire 
Mean Minimum Maximum Range Max/Mini Variance 
Item 
means 3.35 1.59 4.73 3.14 2.98 .5239 
Item 
variances .86 .31 1.35 1.04 4.36 .0962 
Inter-item 
covariances .08 -.34 .63 .97 -1.88 .0177 
Inter-item 
correlat­
ions .10 -.38 .52 .90 -1.39 .0227 
Society for Training and Development (ASTD) in spring, 1988. 
The subjects for this study included a randomly selected 
sample from the Iowa Chapter of the American Society for 
Training and Development (ASTD) membership list. One 
hundred and twenty subjects out of the 400 memberships were 
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randomly selected to be participants, for a thirty percent 
sample. This proportion seemed reasonable in view of 
several factors. First, the ASTD membership list often 
included individuals who were not directly involved in a 
profession consistent with the purposes of the association, 
and were sporadically, if involved more than momentarily, in 
the association and its concern. They are not likely, 
therefore, to be committed sufficiently to return a survey 
questionnaire. Secondly, many members listed, although 
interested in the association and what it stands for, are 
not or perhaps have never been persons who actually do 
training, and hence would not be able to provide appropriate 
information in the survey. , The intent was to be able to 
obtain a sufficient number of usable data sets to 
statistically test the research hypotheses. 
Sixty four subjects returned their questionnaires. 
Only 54 out of 64 subjects completed the questionnaires 
sufficiently to be included in the analysis. Thus, the 
final pool of the sample was made up of these 54 subjects. 
Tables 5 through 16 present the characteristics of the 
sample according to selected background information on the 
trainers. The background information on the sample included 
type of trainer, tenure, training time, level of formal 
instruction, level of informal instruction, adult teaching 
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experiences, educational orientation on an andragogy-
pedagogy continuum, philosophical orientations in education, 
and organizational climate. These variables served as 
independent variables for the analyses of the major 
hypotheses. 
A disproportionate distribution between private, self-
employed trainers and corporate trainers was found in the 
total sample, with private, self-employed trainers 
accounting for 33.3 percent (N=18) and corporate trainers 
accounting for 66.7 percent (N=36) of the population (Table 
5). 
TABLE 5. Distribution of trainers by trainer type 
Trainer type Frequency Percent 
Private, self-employed 
consultant/trainer 18 33.3 
Corporate trainer/ 
consultant 36 66.7 
A distribution of the sample by tenure was summarized 
in Table 6. Thirty-five percent of the trainers were found 
to have been involved in their present training role for 
less than three years. Another 30 percent of the trainers 
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had been involved in thé present training role for three to 
five years. Seventeen percent of the trainers had been 
involved in their present training role for 11 to 15 years. 
TABLE 6. Distribution of trainers by tenure 
Tenure Frequency Percent 
Less than 3 years 19 35.2 
3 to 5 years 16 29.5 
6 to 10 years 7 13.0 
11 to 15 years 9 16.7 
16 or more years 3 5.6 
The greatest percentage of the trainers, 43 percent, 
were supposed to direct 76% to 100% of their job towards 
training. Another 20 percent were supposed to spend 51% to 
75% of their time towards training. The rest of the 
trainers were supposed to spend less than 50% of their time 
towards training (Table 7). 
Eighty percent of the trainers had formal instruction 
in education (Table 8). Overall, a majority of the trainers 
seemed to be active in taking undergraduate or graduate 
credits in their major areas. Thirty-nine percent of the 
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TABLE 7. Distribution of trainers by training time 
Training time Frequency Percent 
Less than 25% 10 18.5 
25% to 50% 10 18.5 
51% to 75% 11 20.4 
76% to 100% 23 42.6 
trainers had taken over 10 graduate credits of formal 
instruction in education, while 19 percent had less than 10 
undergraduate credits. And 17 percent had taken over 10 
undergraduate credits in a major area. 
Sixty-five percent of the trainers had participated in 
over 10 informal educational activities such as workshops, 
seminars, lectures, etc. (Table 9). Overall, a majority of 
the trainers participated in some type of informal 
instruction in education. 
Trainers' formal and/or informal educational activities 
were related to adult teaching to some degree (Table 10). 
About half of the trainers were involved in educational 
activities, half of or all of which were related to adult 
teaching. 
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TABLE 8. Distribution of trainers by level of formal 
instruction in education 
Level of formal 
instruction 
Frequency Percent 
None 
Less than 10 
undergraduate credits 
Major area as an 
undergraduate 
(10+ credits) 
Less than 10 
graduate credits 
Major area as a graduate 
student (10+ credits) 
11 
10 
9 
3 
21 
20.4 
18.5 
16.7 
5.6 
38.9 
TABLE 9. Distribution of trainers by level of informal 
instruction in education 
Level of informal 
instruction 
Frequency Percent 
None 
1 to 4 
5 to 10 
Above 10 
2 
9 
8 
35 
3.7 
16.7 
14.8 
64.8 
The level is represented by the number of trainer's 
participation in informal educational activities such as 
workshops, seminars, lectures, etc. 
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TABLE 10. Distribution of trainer's participation in formal 
and informal educational activities focussing on 
adult teaching® 
Adult teaching 
experiences 
Frequency Percent 
N/A^ 1 1.9 
None of them 2 3.7 
A few of them 6 11.1 
About half of them 11 20.4 
Most of them 18 33.3 
All of them 16 29.6 
^Formal/informal educational activities are those which 
are indicated in Table 8 and Table 9. 
^Trainers had not had any of these kinds of 
experiences. 
The average of scores on educational orientation was 
119 with a standard deviation of 17.67. Any score of 
educational orientation below 108 means a pedagogical 
orientation and any score above 108 means an andragogical 
orientation. Therefore, the average score of the trainers 
fell into an andragogical orientation. Thirteen percent of 
the trainers were found to be pedagogical-oriented, whereas 
85 percent were andragogical-oriented. A distribution of 
educational orientation scores of the trainers is shown in 
Table 11. 
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TABLE 11. Distribution of trainers by educational 
orientation score on an andragogy-pedagogy 
continuum 
Educational 
orientation 
score 
Frequency Percent Cumulative 
percent 
36 1 1.9 1.9 
76 1 1.9 3.7 
95 1 1.9 5.6 
97 1 1.9 7.4 
101 1 1.9 9.3 
102 1 1.9 11.1 
103 1 1.9 13.0 
105 1 1.9 14.8 
108 3 5.6 20.4 
109 1 1.9 22.2 
111 1 1.9 24.1 
112 2 3.7 27.8 
113 2 3.7 31.5 
114 1 1.9 33.3 
116 2 3.7 . 37.0 
117 4 7.4 44.4 
118 1 1.9 46.3 
119 1 1.9 48.1 
121 1 1.9 50.0 
122 3 5.6 55.6 
124 2 3.7 59.3 
125 1 1.9 61.1 
126 3 5.6 66.7 
127 6 11.1 77.8 
128 1 1.9 79.6 
130 2 3.7 83.3 
133 1 1.9 85.2 
134 2 3.7 88.9 
139 1 1.9 90.7 
140 2 3.7 94.4 
141 1 1.9 96.3 
142 1 1.9 98.1 
151 1 1.9 100.0 
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A trainer's philosophical orientations were measured on 
four philosophical perspectives about education: 
behaviorist-orientation, structuralist-orientation, 
functionalist-orientation, and humanist-orientation. The 
scores on each of the philosophical orientations ranged from 
four to 16. 
The mean score of a trainer's behaviorist orientations 
was 10.22 with a standard deviation of 2.64. About 65 
percent of the sample were within +1 standard deviation from 
the mean. The distribution of the scores is presented in 
Table 12. 
The mean score of trainers' structuralist orientations 
was 9.52 with a standard deviation of 2.77. Sixty-seven 
percent of the sample were within +1 standard deviation from 
the mean. The distribution of the scores is presented in 
Table 13. 
The mean score of trainers' functionalist orientations 
was 9.83 with a standard deviation of 2.78. About 67 
percent of the sample were within +1 standard deviation from 
the mean. A distribution of trainers by functionalist 
orientation is presented in Table 14. 
The mean score of trainers' humanist orientation was 
9.87 with a standard deviation of 2.64. Sixty-five percent 
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TABLE 12. Distribution of trainers by behaviorist 
orientation 
Score Frequency Percent Cumulative 
percent 
5 3 5.6 5.6 
6 1 1.9 7.4 
7 5 9.3 16.7 
8 2 3.7 20.4 
9 10 18.5 38.9 
10 11 20.4 59.3 
11 7 13.0 72.2 
12 5 9.3 81.5 
13 2 3.7 85.2 
14 3 5.6 90.7 
15 5 9.3 100.0 
of the sample were within +1 standard deviation from the 
mean. A distribution of trainers by humanist orientation is 
presented in Table 15. 
An organizational climate indicates the environmental 
characteristics of an organization which are established by 
the trainer's interaction with other co-workers. Thirty 
seven, percent of the sample were in the "participating" 
climate. Another 32 percent were in the "self-functioning" 
climate. Notably, 20 percent of the sample were working in 
an "ambiguous" climate. That is, these 20 percent were 
working in an organizational, environment where the 
107 
TABLE 13. Distribution of trainers by structuralist 
orientation 
Score Frequency Percent® Cumulative^ 
percent 
2 1 1.9 1.9 
5 3 5.6 7.4 
6 3 5.6 13.0 
7 4 7.4 20.4 
8 8 14.8 35.2 
9 11 20.4 55.6 
10 6 11.1 66.7 
11 4 7.4 74.1 
12 3 5.6 79.6 
13 8 14.8 94.4 
14 1 1.9 96.3 
15 2 3.7 100.0 
^Rounding may show +.10 error. 
Rounding may show +.10 error. 
expectations are vague, inconsistent, conflicting or 
changing. A distribution of trainers by climate is 
presented in Table 16. 
Data Gathering Procedures 
One hundred and twenty questionnaires were mailed to 
the selected sample in Spring, 1988 and were to be completed 
and returned within a two week period. Fifty usable 
questionnaires were returned within the specified time 
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TABLE 14. Distribution of trainers by functionalist 
orientation 
Score Frequency Percent® Cumulative^ 
percent 
3 1 1.9 1.9 
4 1 1.9 3.7 
6 4 7.4 11.1 
7 7 13.0 24.1 
8 3 5.6 29.6 
9 10 18.5" 48.1 
10 5 9.3 57.4 
11 6 11.1 68.5 
12 5 9.3 77.8 
13 10 18.5 96.3 
15 1 1.9 98.1 
16 1 1.9 100.0 
^Rounding may show +.10 error. 
^Rounding may show +.10 error. 
frame, with an additional fourteen people who indicated on 
the instrument, through a phone call or via letter that 
they; never have been involved in training; are not doing 
training now; or for some reason did not feel as though they 
should participate. Those who did not respond were sent 
another questionnaire with a cover letter requesting their 
responses. An additional fourteen usable instruments were 
returned by the specified date, and fifteen more indicated 
that reasons such as those listed above preempted them in 
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TABLE 15. Distribution of trainers by humanist orientation 
Score Frequency Percent® Cumulative^ 
percent 
5 2 3.7 3.7 
6 4 7.4 11.1 
7 6 11.1 22.2 
8 4 7.4 29.6 
9 10 18.5 48.1 
10 5 9.3 57.4 
11 6 11.1 68.5 
12 10 18.5 87.0 
13 3 5.6 92.6 
14 1 1.9 94.4 
15 2 3.7 98.1 
16 1 1.9 100.0 
^Rounding may show +.10 error. 
^Rounding may show +.10 error. 
TABLE 16. Distribution of trainers by organizational 
climate 
Climate Frequency Percent 
CI: Participating 20 37.0 
CM U
 Enduring 1 1.9 
C3: Self-functioning 17 31.5 
C4: Demanding 5 9.3 
C5: Ambiguous 11 20.3 
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providing meaningful information. In total, there were 93 
responses from 120 subjects selected for a 76% return rate, 
although 64, or 51% were from the prime target sample (e.g., 
people who actually do training). 
Ten respondents provided insufficient information on 
the questionnaire by having some items unanswered. The 
number of 54 sample subjects was finally obtained for the 
statistical analyses. 
Data Analysis 
Data collected from the questionnaires were analyzed by 
using the Statistical Package for Social Science (SPSS*) 
program at the Computation Center, Iowa State University. 
Statistical analyses consisted of two parts: (1) 
descriptive statistics for the general description of the 
data and (2) inferential statistics for the tests of 
research hypotheses. 
Descriptive statistics were used to give a general 
picture of the sample pool regarding the research variables. 
Descriptive statistics on the research variables of the 
sample were summarized in the section of population and 
sample in this chapter. These variables were classified 
into five categories; each category included several 
variables as follows: 
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1. Educational background: training experiences, 
formal instruction, and informal instruction 
2. Educational orientation' (attitude about the 
principles and practices of adult education): an 
andragogy-pedagogy continuum 
3. Philosophical orientation: behaviorist 
orientation, structuralist orientation, humanist 
orientation, and functionalist orientation 
4. Organizational climate: participating climate, 
enduring climate, self-functioning climate, 
demanding climate, and ambiguous climate 
5. Organizational expectation: type of trainer and 
training time 
For the tests of research hypotheses, several 
statistical methods were employed. First, a regression 
analysis was used to test hypotheses one, two and three. In 
order to identify a single variable's contribution to the 
prediction of a trainer's preferences of training methods 
and emphasis on the training procedures, each independent 
variable was separately analyzed for regression effects. 
And a stepwise multiple regression analysis was used to 
identify a combined contribution of the research variables 
to the prediction of a trainer's preferences of training 
methods and emphasis on the training procedures. 
A Student t-test was applied to test significant 
differences in educational orientation between humanist- and 
functionalist-oriented trainers and behaviorist- and 
structuralist-oriented trainers (hypothesis three). 
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A single classification analysis of variance was used 
to test (1) significant differences in educational 
orientation by level of informal instruction in education 
(hypothesis four), and (2) significant differences in 
educational orientation by tenure (hypothesis five). 
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ANALYSIS OF DATA 
Introduction 
The purpose of this chapter is to present the results 
of the statistical analyses applied to the data collected 
from the research instrument. The study focused on 
identifying deciding factors on a trainer's preference for 
training methods in implementing training, and a trainer's 
emphasis on training procedures in applying training 
methods. 
This chapter is organized into six sections: 
descriptive statistics on dependent variables for major 
hypotheses, and thereafter, findings in the order of five 
research hypotheses. 
Research Variables 
The major hypotheses were to examine a trainer's 
preferences for training methods in implementing training, 
and training procedures in applying training methods. There 
were four categories of independent variables assumed to 
have a predictive function on a trainer's preferences for 
training methods, and emphasis on training procedures. 
These categories are: (1) educational background, (2) 
educational orientation, (3) educational philosophy, (4) 
organizational climate and expectations. 
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The variables for educational background consist of 
years of training experiences, level of formal instruction 
that the trainer has attained, and level of informal 
instruction that the trainer has attained. 
Educational orientation is a measure of trainers' 
attitudes about the principles and practices of adult 
education in terms of an andragogy-pedagogy continuum. 
The variables for a trainer's educational philosophy 
consist of the trainer's behaviorist orientation, 
structuralist orientation, humanist orientation, and 
functionalist orientation. The trainer's philosophical 
orientations were measured on each of the four orientations. 
The organizational climate is a variable that describes 
the climate where a trainer interacts with his/her co­
workers. Trainers were assumed to fall into one of the five 
categories: (1) "participating" climate, (2) "enduring" 
climate, (3) "self-functioning" climate, (4) "demanding" 
climate, and (5) "ambiguous" climate. Since the measurement 
of this variable is nominal, the variable was recoded into 
four "dummy" variables for stepwise regression tests. These 
were; CI denoting "participating" climate, C2 denoting 
"enduring" climate, C3 denoting "self-functioning" climate, 
C4 denoting "demanding" climate, and C5 denoting "ambiguous" 
climate. 
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The organizational expectations consist of type of 
trainer and training assignment. Type of trainer has two 
nominal categories: (1) consultant-trainer who serves 
several organizations for training and (2) corporate trainer 
who serves a single organization by which he/she is 
employed. Training time assignment denotes the percentage 
of the trainer's time the trainer is expected to direct 
towards training. 
Training methods and training procedures served as 
dependent variables for the tests of major hypotheses. 
Training methods included two major groups of methods: (1) 
teaching arrangements, and (2) teaching techniques. Three 
teaching arrangements identified here were: (1) individual 
arrangements, (2) small group arrangements, and (3) large 
group arrangements. Teaching techniques had four 
categories: (1) information-receiving methods, (2) 
information-finding methods, (3) synthesizing methods, and 
(4) application methods. 
Individual teaching arrangements are organizational 
patterns for training which involve a one-on-one arrangement 
or less than 10 trainees at a time. As shown in Table 17, 
63 percent of the trainers implemented less than 25 percent 
of their training in individual teaching arrangements. And 
12 percent of the trainers applied individual teaching 
arrangements to 26-50 percent of their training programs. 
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TABLE 17. Trainer's use of teaching arrangements 
Individual Small group Large group 
Value Freq. (%) Freq. (%) Freq. (%) 
25% or less 34 (63.0) 12 (22.2) 42 (77.8) 
26% - 50% 12 (22.2) 15 (27.8) 7 (13.0) 
51% - 75% 2 ( 3.7) 13 (24.1) 3 ( 5.5) 
76% - 100% 6 (11.1) 14 (25.9) 2 ( 3.7) 
^Value represents percentage of the trainer's training 
activities. 
Small group teaching arrangements are organizational 
patterns for training which involve approximately 10-25 
trainees at a time. As indicated in Table 17, trainer's use 
of small group teaching arrangements were widely spread out 
in terms of percentage. About half of the trainers used 
small group teaching arrangements for over 51 percent of 
their training programs, whereas another half of the 
trainers applied small group arrangements to less than 50 
percent of their training. 
Large group teaching arrangements are organizational 
patterns for training which involve over 25 trainees at a 
time. Seventy-eight percent of trainers used large group 
teaching arrangements for less than 25 percent of their 
training programs (Table 17). 
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An overall observation on a trainer's use of teaching 
arrangements showed that trainers tended to spend more time 
on small group teaching arrangements than individual and 
large group teaching arrangements. 
Information-receiving methods include lecture, 
demonstration, debate, panel, etc. As shown in Table 18, 65 
percent of trainers used information-receiving methods 
frequently or most frequently in implementing training. 
TABLE 18. Trainer's use of training methods 
Frequency Training methods 
of use I II III IV 
Freq. (%) Freq. (%) Freq. (%) Freq. (%) 
1 9 (16.7) 24 (44.5) 7 (13.0) 14 (25.9) 
2 10 (18.5) 22 (40.7) 9 (16.7) 13 (24.1) 
3 8 (14.8) 6 (11.1) 20 (37.0) 20 (37.0) 
4 27 (50.0) 2 ( 3.7) 18 (33.3) 7 (13.0) 
The value 1 represent "least frequent" use of training 
methods; 2, "less frequent" use; 3, "frequent" use; 4, "most 
frequent" use of training methods. 
^Training method I rpresents information-receiving 
methods; II, information-finding methods; III, synthesizing 
methods; IV, application methods. 
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Information-finding methods include field trip or tour, 
case study, project experience,^etc. Compared with 
information receiving methods, trainer's use of information-
finding methods was not that heavy. As indicated in Table 
18, 85 percent of trainers applied information-finding 
methods to their training programs less frequently or least 
frequently. 
Synthesizing methods include question-answer, 
discussion, symposium, listening teams, small group tasks-
discussion, etc. As shown in Table 18, 70 percent of 
trainers used synthesizing methods for training frequently 
or most frequently. 
Application methods include role playing, skit, 
simulations, experiential-experimentation, etc. As 
indicated in Table 18, half of the trainers used application 
methods frequently or most frequently, while the rest used 
those methods less frequently or least frequently. 
An overall observation showed that trainers tended to 
use information-receiving methods and synthesizing methods 
more than information-finding methods and application 
methods. 
Training procedures in this research include five 
areas: (1) getting ready to do training, (2) preparing the 
learner, (3) presenting information, (4) having learners try 
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out or apply subject matter, and (5) following up. These 
training procedures were identified in order to examine what 
percentages of a trainer's methods are directed towards each 
of the training procedures. 
"Getting ready to do training" includes developing a 
time table, organizing and sequencing the training content 
or information, getting equipment and facilities ready, etc. 
Fifty percent of the trainers applied less than 25 percent 
of their methods in getting ready to do training. Thirty-
nine percent of the trainers applied 26-50 percent of their 
methods in getting ready to do training (Table 19). 
"Preparing the learner" includes putting the trainees 
at ease, finding out what they know and do not know, 
arousing interest, etc. As indicated in Table 19, most 
trainers applied less than 25 percent of their methods in 
preparing the learner. 
Information presentation in training includes such 
activities as telling, showing, explaining, demonstrating, 
etc. As shown in Table 19, 61 percent of the trainers 
applied less than 25 percent of training methods for 
presenting information in implementing training. Thirty 
percent of the trainers applied 26-50 percent of their 
methods in presenting information. 
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TABLE 19. Trainer's emphasis on training procedures in 
applying training methods 
Percentage Training procedures® 
of training _III_ _IV_ __V__ 
methods Preq. Freq. Preq. Freq. Preq. 
(%) (%) (%) (%) (%) 
25% or less 27 
(50.0) 
53 
(98.1) 
33 
(61.1) 
41 
(75.9) 
52 
(96.3) 
26% - 50% 21 
(38.9) 
1 
( 1.9) 
16 
(29.6) 
12 
(22.2) 
2 
( 3.7) 
51% - 75% 4 
( 7.4) ( - ) 
4 
( 7.4) 
1 
( 1.9) (  : ,  
76% - 100% 2 
( 3.7) ( - ) 
1 
( 1.9) ( - ) ( - ) 
Training procedure I is "getting ready to do 
training"; II, "preparing the learner"; III, "presenting 
information"; IV, "having learners try out subject matter"; 
V, "following up." 
Trainee's activities for "trying out or applying 
subject matter" include performing an operation alone, 
explaining key/major points for others, going through a 
process experientially, etc. As indicated in Table 19, 76 
percent of the trainers applied less than 25 percent of 
their methods in having learners try out or apply subject 
matter. Twenty-two percent of the trainers applied 26-50 
percent of their methods in having learners practice subject 
matter in implementing training. 
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A trainer's following-up activities include having 
learners perform alone, either in practice or as a part of 
their work-job, encouraging questions, checking on how they 
are doing occasionally, etc. As shown in Table 19, 96 
percent of trainers applied less than 25 percent of their 
methods in following up on implementing training. 
An overall observation revealed that most trainers put 
more emphasis on "getting ready to do training," "presenting 
information," and "having learners try out subject matter" 
than on "preparing the learner" and "following-up." 
Hypothesis One 
Hypothesis one required testing not only each 
independent variable's predictive ability of a trainer's 
preferences for training methods, but also the predictive 
ability of combined variables. "Methods" include 
individual, small group, or large group arrangements. Also 
included are four different types of methods (e.g., 
information-receiving, information-finding, synthesizing, 
and application). Comparable hypotheses are stated for each 
regression analysis in order to test the first overall 
hypothesis. 
HYPOTHESIS 1.1.1.; The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of a trainer's preference of individual 
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teaching arrangements to be used in implementing 
training. 
A regression analysis was done on each of the research 
variables to examine each variable's individual contribution 
to the prediction of a trainer's preference for individual 
teaching arrangements to be used in implementing training. 
The analysis showed that the variable "enduring" climate 
(C2) was a significant predictor at the .01 level of 
probability (F (1,52)=7.0384, P < .01) and accounted for 10 
percent of the variation. This means that 90 percent of the 
variation was not accounted for by "enduring" climate. 
Therefore, additional, unexamined variables may be better 
predictors of a trainer's preference for individual teaching 
arrangements to be used in implementing training. 
The rest of the variables did not show any significance 
at the .05 level (Table 20). 
HYPOTHESIS 1.2.1.: A combination of a trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of a trainer's preference 
of individual teaching arrangements to be used in 
implementing training. 
A multiple stepwise regression analysis was done with 
the research variables to examine a combined contribution of 
the research variables to the prediction of a trainer's 
preference for individual teaching arrangements to be used 
in implementing training. The analysis showed that 
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TABLE 20. Regression effect of the variables on the 
trainer's preference of individual teaching 
arrangements 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .045 .002 -.017 -1.0249 .1033 
(Constant) 29.7974 
Level of 
formal 
instruction .059 .004 -.016 -1.0736 .1844 
(Constant) 29.8686 
Level of 
informal 
instruction .171 .029 .010 -5.5112 1.5567 
(Constant) 40.7306 
Adult teaching 
experience .002 .000 -.019 -.0518 .0003 
(Constant) 27.6540 
Educational 
orientation .258 .067 .049 -.4257 3.7145 
(Constant) 77.9288 
Behaviorist .035 .001 -.018 -.3914 .0655 
(Constant) 31.4639 
Structural­
ist .174 .030 .012 1.8308 1.6290 
(Constant) 10.0360 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 20. (Continued) 
Variable ! Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Functional 
ist .219 .048 .030 -2.2951 2.6200 
(Constant) 50.0312 
Humanist .058 .003 -.016 -.6459 .1782 
(Constant) 33.8385 
Cl .252 .063 .045 -15.0294 3.5114 
(Constant) 33.0294 
C2 .345 .119 .102 73.9057 7.0384** 
(Constant) 26.0943 
C3 .188 .035 .017 11.6868 1.9072 
(Constant) 23.7838 
C4 .161 .026 .007 16.0204 1.3824 
(Constant) 25.9796 
C5 .147 .022 .003 -10.5137 1.1443 
(Constant) 29.6047 
Trainer 
type .167 .028 .009 10.1944 1.4833 
(Constant) 10.4722 
Training 
time .260 .067 .050 -6.4883 3.7626 
(Constant) 46.0868 
**Significant at P < .01. 
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"enduring" climate (C2) was the best predictor of a 
trainer's preference for individual teaching arrangements, 
accounting for 10 percent of the variation (F (1,52)^7.0384, 
P < .01). After the variable "enduring" climate was 
considered, none of the remaining variables made a 
significant contribution. The best prediction equation, as 
indicated in Table 21, was: A trainer's preference of 
individual teaching arrangements = 73.9057 Enduring climate 
+ 26.0943. 
TABLE 21. Stepwise regression effect of the variables on 
the trainer's preference of individual teaching 
arrangements 
Variable® Multiple 
R 
R Square Adjusted 
R Square 
Bb 
C2 .345 . .119 .102 73.9057 
(Constant) 26.0943 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
is the coefficient of the variable in the prediction 
equation. 
HYPOTHESIS 1.1.2.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of a trainer's preference of small 
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group teaching arrangements to be used in 
implementing training. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's preference for small group 
teaching arrangements in implementing training. The 
analysis showed that the variable "ambiguous" climate (C5) 
was a significant predictor at the .05 level of probability 
(F (1,52)=5.0095, P < .03). "Ambiguous" climate accounted 
for seven percent of the variation. This means that 93 
percent of the variance was not accounted for by "ambiguous" 
climate. Additional, unexamined variables may be better 
predictors of a trainer's preference for small group 
teaching arrangements to be used in implementing training. 
The rest of the variables did not show any significance 
at the .05 level of probability (Table 22). 
HYPOTHESIS 1.2.2.: A combination of a trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of small group teaching arrangements to 
be used in implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
the prediction of a trainer's preference for small group 
teaching arrangements to be used in implementing training. 
The analysis revealed that the variable "ambiguous" climate 
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TABLE 22. Regression effect of the variables on the 
trainer's preference of small group teaching 
arrangements 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B^ F Value 
Tenure .095 .009 -.010 -2.2050 .4742 
(Constant) 58.8928 
Level of 
formal 
instruction .026 .001 -.019 -.4737 .0353 
(Constant) 54.9319 
Level of 
informal 
instruction .005 .000 -.019 -.1661 .0014 
(Constant) 54.2702 
Adult teaching 
experience .044 .002 -.017 1.0521 .1006 
(Constant) 49.9933 
Educational 
orientation .008 .000 -.019 .0132 .0033 
(Constant) 52.3091 
Behaviorist .132 .017 -.002 1.4636 .9173 
(Constant) 38.9091 
Structural­
ist .126 .016 -.003 -1.3310 .8357 
(Constant) 66.5398 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 22. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Functional­
ist .110 .012 -.007 1.1571 .6323 
(Constant) 42.4922 
Humanist .011 .000 -.019 .1198 .0060 
(Constant) 52.6880 
CI .119 .014 -.005 -7.1794 .7502 
(Constant) 56.5294 
C2 .255 .065 .047 -54.8868 3.6022 
(Constant) 54.8868 
C3 .019 .000 -.019 -1.1844 .0186 
(Constant) 54.2432 
C4 .065 .004 -.015 -6.4694 .2173 
(Constant) 54.4694 
C5 .296 .088 .070 21.3975 5.0095* 
(Constant) 49.5116 
Trainer 
type .001 .000 -.019 .0556 .0000 
(Constant) 53.7778 
Training 
time .137 .019 -.000 3.4413 .9913 
(Constant) 43.9926 
•Significant at P < .05. 
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(C5) was the predictor of the trainer's preference of small 
group teaching arrangement, accounting for seven percent of 
the variation (F (1,52)=5.0095, P < .03). After "ambiguous" 
climate was considered, none of the remaining variables made 
a significant contribution. The best prediction equation as 
indicated in Table 23 was: A trainer's preference for small 
group teaching arrangements = 21.3975 Ambiguous climate + 
49.5116. 
TABLE 23. Stepwise regression effect of the variables on 
the trainer's preference of small group teaching 
arrangements 
Variable® Multiple 
R 
R Square Adjusted 
R Square 
C5 .296 .088 .070 21.3975 
(Constant) 49.5116 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
^B is the coefficient of the variable in the prediction 
equation. 
HYPOTHESIS 1.1.3.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's preference of large 
group teaching arrangements to be used in 
implementing training. 
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A regression analysis was done on each of the variables 
to examine each variable's contribution to the prediction of 
a trainer's preference for large group teaching arrangements 
to be used in implementing training. The analysis showed 
that two variables were significant predictors at the .05 
level of probability: CI ("participating" climate) with F 
(1,52)=14.2186, P < .0004) and educational orientation (an 
andragogy-pedagogy continuum) with F (1,52)=5.6068, P < 
.02). 
The variable "participating" climate (CI) accounted for 
20 percent of the variation and educational orientation 
accounted for eight percent of the variation. The rest of 
the research variables did not show any significance at the 
.05 level of probability (Table 24). It means that a large 
portion of the variation still remains unexplained. 
Additional, unexamined variables may, therefore, be better 
predictors of a trainer's preference for large group 
teaching arrangements. 
HYPOTHESIS 1.2.3.: A combination of a trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of large group teaching arrangements to 
be used in implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
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TABLE 24. Regression effect of the variables on the 
trainer's preference of large group teaching 
arrangements 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .175 .031 .012 3.2299 1.6411 
(Constant) 11.3098 
Level of 
formal 
instruction .107 .011 -.008 1.5473 .6003 
(Constant) 15.1995 
Level of 
informal 
instruction .219 .048 .030 5.6773 2.6193 
(Constant) 4.9991 
Adult 
teaching 
experience .052 .003 -.016 -1.0002 .1437 
(Constant) 22.3527 
Educational 
orientation .311 .097 .080 .4125 5.6068* 
(Constant) -30.2379 
Behaviorist .121 .015 -.004 -1.0722 .7747 
(Constant) 29.6270 
®B is the coefficient of the variable in the prediction 
equation. 
•Significant at P < .05. 
132 
TABLE 24. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
F Value 
Structuralist .059 .004 -.016 -.4998 .1836 
(Constant) 23.4242 
Functionalist .135 .018 -.001 1.1380 .9711 
(Constant) 7.4766 
Humanist .059 .004 -.016 .5261 .1838 
(Constant) 13.4735 
Cl .463 .215 .200 22.2088 14.2186** 
(Constant) 10.4412 
C2 .111 .012 -.007 -19.0189 .6461 
(Constant) 19.0189 
C3 .211 .044 .026 -10.5024 2.4170 
(Constant) 21.9730 
C4 .120 .014 -.005 -9.5510 .7548 
(Constant) 19.5510 
C5 .189 .036 .017 -10.8837 1.9347 
(Constant) 20.8837 
Trainer type ,209 .044 .025 -10.2500 2.3697 
(Constant) 35.7500 
Training 
time 
(Constant) 9 
.152 
.9206 
.023 .004 3.0470 1.2317 
**Significant at P < .01. 
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the prediction of a trainer's preference for large group 
teaching arrangements to be used in implementing training. 
The analysis showed that the variable "participating" 
climate was the best predictor of a trainer's preference for 
large group teaching arrangements, accounting for 20 percent 
of the variation. The variable "level of informal 
instruction," when "participating" climate was considered, 
also contributed to the prediction, accounting for an 
additional five percent. Further, when "participating" 
climate and level of informal instruction were considered, 
the variable "training time" also contributed to the 
prediction, accounting for another five percent. These 
three variables combined accounted for 30 percent of the 
variance (.F (3,50)=8.4461, P <.0001). After participating 
climate, level of informal instruction and training time 
were considered, none of the remaining variables made a 
significant contribution at the .05 level of probability. 
The best prediction equation as indicated in Table 25 was: 
A trainer's preference for large group teaching arrangements 
= 24.2746 Participating climate + 7.4165 Level of informal 
instruction + 5.1354 Training time - 22.9191. 
HYPOTHESIS 1.1.4.; The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's preference of 
"information-receiving" methods in implementing 
training. 
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TABLE 25. Stepwise multiple regression effect of the 
variables on the trainer's preference of large 
group teaching arrangements 
Variable® Multiple 
R 
R Square Adjusted 
R Square 
B^ 
CI .463 .215 .200 24.2746 
Level of 
informal 
instruction .523 .273 .245 7.4165 
Training 
time .580 .336 .297 5.1354 
(Constant) -22.9191 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
^B is the coefficient of the variable in the prediction 
equation. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's preference for information-
receiving methods in implementing training: the methods 
such as lecture, demonstration, debate, panel, etc. 
The analysis showed that none of the research variables 
was a significant predictor at the .05 level of probability. 
This means that additional, unexamined variables may be 
better predictors (Table 26). 
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TABLE 26. Regression effect of the variables on the 
trainer's preference of information-receiving 
methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .118 .014 -.005 .1094 .7332 
(Constant) 2.7324 
Level of 
formal 
instruction .147 .022 .003 -.1071 ,1.1507 
(Constant) 3.2214 
Level of 
informal 
instruction .046 .002 -.017 -.0602 .1115 
(Constant) 3.1265 
Adult 
teaching 
experience .083 .007 -.012 -.0793 .3592 
(Constant) 
• 3.2737 
Educational 
orientation .113 .013 - .006 -.0075 .6756 
(Constant) 3.8732 
Behaviorist .044 .002 -.017 .0196 .1008 
(Constant) 2.7816 
Structural­
ist .009 .000 -.019 -.0036 .0038 
(Constant) 3.0161 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 26. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Functional­
ist .011 .000 -.019 .0045 .0059 
(Constant) 2.9375 
Humanist .072 .005 -.014 .0322 .2742 
(Constant) 2.6632 
Cl .210 .044 .026 .5059 2.4023 
(Constant) 2.7941 
C2 .120 .014 -.004 1.0377 .7642 
(Constant) 2.9623 
C3 .195 .038 .020 -.4881 2.0552 
(Constant) 3.1351 
C4 .160 .026 .007 -.6408 1.3623 
(Constant) 3.0408 
C5 .048 .002 -.017 .1374 .1181 
(Constant) 2.9535 
Trainer 
type .079 .006 -.013 -.1944 .3253 
(Constant) 3.3056 
Training 
time .067 .005 -.015 .0676 .2355 
(Constant) 2.7876 
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HYPOTHESIS 1.2.4.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of "information-receiving" methods in 
implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
the prediction of a trainer's preference for information-
receiving methods in implementing training: the methods 
such as lecture, demonstration, debate, panel, etc. The 
analysis revealed that none of the research variables 
entered into the stepwise multiple regression procedure and 
resulted in no significance at the .05 level of probability. 
Therefore, additional, unexamined variables may contribute 
better to the prediction of a trainer's preference for 
information-receiving methods. 
HYPOTHESIS 1.1.5: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's preference of 
"information-finding" methods in implementing 
training. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's preference for information-finding 
methods in implementing training: the methods such as field 
trip/tour, case study, project experience, etc. The 
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analysis showed that two variables were significant 
predictors at the .05 level of probability: adult teaching 
experience with F (1,52)=4.9374, P < .03 and training time 
with F (1,52)=4.3394, P < .04. 
The variable "adult teaching experience" accounted for 
seven percent of the variation. This means that 93 percent 
of the variation was not accounted for by a trainer's adult 
teaching experience. 
The variable "training time" accounted for six percent 
of the total variance. This means that the rest of the 
variance was not accounted for by a trainer's training time. 
The rest of the research variables do not show any 
significance at the .05 level (Table 27). 
A large portion of the variation still remains 
unexplained by each of the above two variables. Therefore, 
additional, unexamined variables may be better predictors of 
a trainer's preference for information-finding methods in 
implementing training. 
HYPOTHESIS 1.2.5.; A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of "information-finding" methods in 
implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
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TABLE 27. Regression effect of the variables on the 
trainer's preference of information-finding 
methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Tenure .091 .008 -.011 .0576 .4298 
(Constant) 1.6095 
Level of 
formal . 
instruction .151 .023 .004 .0752 1.2076 
(Constant) 1.5722 
Level of 
informal 
instruction .148 .022 .003 .1325 1.1694 
(Constant) 1.4217 
Adult 
teaching 
experience .294 .087 .069 -.1934 4.9374* 
(Constant) 2.4536 
Educational 
orientation .077 .006 -.013 -.0035 .3118 
(Constant) 2.1579 
Behaviorist .072 .005 -.014 .0220 .2709 
(Constant) • 1.5162 
®B is the coefficient of the variable in the prediction 
equation. 
•Significant at P < .05. 
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TABLE 27. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Structuralist .150 .022 .004 -.0435 1.1954 
(Constant) 2.1552 
Functionalist .197 .039 .020 -.0570 2.0924 
(Constant) 2.3010 
Humanist .132 .017 -.002 -.0402 .9180 
(Constant) 2.1380 
CI .057 .003 -.016 .0941 .1693 
(Constant) 1.7059 
C2 .045 .002 -.017 .2642 .1038 
(Constant) 1.7358 . 
C3 .220 .049 .030 .3784 2.6517 
(Constant) 1.6216 
C4 .136 . .019 -.000 -.3755 .9863 
(Constant) 1.7755 
C5 .239 .057 .039 -.4736 3.1523 
(Constant) 1.8372 
Trainer 
type .164 .027 .008 .2778 1.4397 
(Constant) 1.2778 
Training 
time .278 .077 .059 -.1916 4.3394* 
(Constant) 2.2908 
•Significant at P < .05. 
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a trainer's preference for "information-finding" methods to 
be used in implementing training: the information-finding 
methods such as field trip/tour, case study, project 
experience, etc. On the basis of the analysis, the research 
hypothesis was only partially supported at the .01 level of 
significance (P (3,50)=5.1186, P < .004) because three 
variables were found to have a predictive relationship to a 
trainer's preference for information finding methods (Table 
2 8 ) .  
TABLE 28. Stepwise multiple regression effect on the 
trainer's preference of information-finding 
methods 
Variable* Multiple 
R 
R Square Adjusted 
R Square 
Bb 
Adult 
teaching 
experience .294 .087 .069 -.2018 
Training 
time .405 .164 .131 -.2127 
C3 .485 .235 .189 .4603 
(Constant) 2.9499 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
is the coefficient of the variable in the prediction 
equation. 
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The analysis revealed that the variable "adult teaching 
experience" was the best predictor of a trainer's preference 
for information-finding methods, accounting for seven 
percent of the variation. Adult teaching experience was 
negatively related to the prediction. The variable 
"training time," when adult teaching experience was 
considered, also contributed to the prediction, accounting 
for an additional six percent of the variation. Training 
time was also negatively related to the prediction. After 
adult teaching experience and training time were considered, 
"self-functioning" climate also contributed to the 
prediction, accounting for another six percent of the 
variation. The combination of these three variables 
accounted for a total of 19 percent of the variation (Table 
28). The best prediction equation as indicated in Table 28 
was: A trainer's preference of information-finding methods 
= -.2018 Adult teaching experience - Training time + .4603 
Self-functioning climate + 2.9499. 
HYPOTHESIS 1.1.6.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's preference of 
"synthesizing" methods in implementing training. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
143 
prediction of a trainer's preference for "synthesizing" 
methods in implementing training: the methods such as 
question-answer, discussion, symposium, listening teams, 
small group tasks-discussion, etc. The analysis showed that 
the variable "educational orientation" was a statistically, 
significant predictor at the .01 level of probability (F 
(l,52)-7.9426, P < .007). 
The variable "educational orientation" accounted for 12 
percent of the total variation. This means that 88 percent 
of the variation was not accounted for by this variable. 
The rest of the research variables did not show any 
significance at the .05 level of probability (Table 29). 
Since a large portion of the variation still remains 
unexplained by educational orientation, additional, 
unexamined variables may be better predictors to the 
prediction of a trainer's preference for synthesizing 
methods in implementing training. 
HYPOTHESIS 1.2.6.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of "synthesizing" methods in 
implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
the prediction of a trainer's preference for "synthesizing" 
methods in implementing training: the preference of 
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TABLE 29. Regression effect of the variables on the 
trainer's preference of synthesizing methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .006 .000 -.019 .0046 .0017 
(Constant) 2.8970 
Level of 
formal 
instruction .002 .000 -.019 .0015 .0015 
(Constant) 2.9041 
Level of 
informal 
instruction .063 .004 -.015 .0706 .2052 
(Constant) 2.7375 
Adult 
teaching 
experience .143 .020 .002 .1183 1.0856 
(Constant) 2.4713 
Educational 
orientation .364 .133 .116 .0209 7.9426** 
(Constant) .4297 
Behaviorist .140 .020 .001 -.0539 1.0417 
(Constant) 3.4579 
®B is the coefficient of the variable in the prediction 
equation. 
**Significant at P < .01. 
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TABLE 29. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Structural­
ist .056 .003 -.016 -.0206 .1659 
(Constant) 3.1038 
Functional­
ist .155 .024 .005 .0566 1.2804 
(Constant) 2.3511 
Humanist .228 .052 .034 .0879 2.8603 
(Constant) 2.0399 
Cl .082 .007 -.012 .1706 .3518 
(Constant) 2.9706 
C2 .013 .000 -.019 .0943 .0083 
(Constant) 2.9057 
C3 .017 .000 -.019 -.0366 .0149 
(Constant) 2.9189 
C4 .157 .025 .006 .5429 1.3069 
(Constant) 2.8571 
C5 .001 .000 -.019 .0021 .0000 
(Constant) 2.9070 
Trainer 
type .261 .068 .050 -.5556 3.7887 
(Constant) 3.8333 
Training 
time .053 .003 -.016 .0465 .1490 
(Constant) 2.7740 
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synthesizing methods such as question-answer, discussion, 
symposium, listening teams, small group tasks-discussion, 
etc. On the basis of the analysis, the research hypothesis 
was only partially supported at the .01 level of 
significance (F (1,52)»7.9426, P < .007), since one variable 
was found to have a predictive relationship to a trainer's 
preference for synthesizing methods (Table 30). 
TABLE 30. Stepwise multiple regression effect on the 
trainer's preference of synthesizing methods 
Variable® Multiple 
R 
R Square Adjusted 
R Square 
Bb 
Educational 
orientation .364 .133 .116 .0209 
(Constant) .4297 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
^B is the coefficient of the variable in the prediction 
equation. 
The analysis showed that the variable "educational 
orientation" was the best predictor of a trainer's 
preference for synthesizing methods, accounting for 12 
percent of the variation. After this variable was 
considered, none of the remaining variables made a 
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significant contribution. The best prediction equation as 
indicated in Table 30 was: A trainer's preference for 
synthesizing methods > .0209 Educational orientation + 
.4297. 
HYPOTHESIS 1.1.7.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's preference of 
"application" methods in implementing training. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's preference for "application" 
methods in implementing training: the methods such as role 
play, skit, simulations, experiential-experimentation, etc. 
The analysis showed that none of the variables was a 
significant predictor at the .05 level of probability (Table 
31). This means that additional, unexamined variables may 
contribute significantly to the prediction of a trainer's 
preference for application methods in implementing training. 
HYPOTHESIS 1.2.7.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's 
preference of "application" methods in 
implementing training. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
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TABLE 31. Regression effect of the variables on the 
trainer's preference of application methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Tenure .214 .046 .027 -.1716 2.4929 
(Constant) 2.7612 
Level of 
formal 
instruction .048 .002 -.017 - .0304 .1213 
(Constant) 2.3024 
Level of 
informal 
instruction .127 .016 -.003 -.1429 .8502 
(Constant) 2.7143 
Adult 
teaching 
experience .186 .035 .016 .1544 1.8733 
(Constant) 1.8014 
Educational 
orientation .172 .029 .011 -.0099 1.5781 
(Constant) 3.5391 
Behaviorist .032 .001 -.018 .0123 .0536 
(Constant) 2.2443 
Structural­
ist .185 .034 .016 .0678 1.8478 
(Constant) 1.7250 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 31. (Continued) 
Variable I Multiple 
R 
R Square Adjusted 
R Square 
F Value 
Functional 
ist .011 .000 -.019 -.0041 .0065 
(Constant) 2.4104 
Humanist .207 .043 .025 -.0799 2.3385 
(Constant) 3.1589 
CI .206 .043 .024 -.4294 2.3100 
(Constant) 2.5294 
C2 .187 .035 .016 -1.3962 1.8887 
(Constant) 2.3962 
C3 .068 .005 -.015 .1463 .2384 
(Constant) 2.3243 
C4 .136 .019 -.000 .4735 .9872 
(Constant) 2.3265 
C5 .134 .018 -.001 .3340 .9479 
(Constant) 2.3023 
Trainer 
type .221 .049 .031 .4722 2.6802 
(Constant) 1.5833 
Training 
time .089 .008 -.011 .0776 .4166 
(Constant) 2.1477 
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the prediction of a trainer's preference for "application" 
methods in implementing training: the preference for 
application methods such as role playing, skit, simulations, 
experiential-experimentation, etc. On the basis of the 
analysis, the research hypothesis was not supported at the 
.05 level of significance, since none of the variables 
turned out to be significant. Additional, unexamined 
variables may have predictive relationships to a trainer's 
preference of application methods in implementing training. 
Hypothesis Two 
Hypothesis two required testing not only each 
independent variable's predictive ability of a trainer's 
emphasis on training procedures, but also the predictive 
ability of combined variables. "Procedures" include; (1) 
getting ready to do training, (2) preparing the learner, (3) 
presenting information, (4) having learners try out subject 
matter, and (5) following up. Comparable hypotheses are 
stated for each regression analysis in order to test the 
overall hypothesis two. 
HYPOTHESIS 2.1.1.; The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on "getting 
ready to do training" in applying training 
methods. 
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A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's emphasis on "getting ready to do 
training" in applying training methods: the emphasis on 
"getting ready to do training," such as developing a time 
table, organizing-sequencing the training content or 
information, getting equipment and facilities ready, etc. 
The analysis showed that two variables were significant 
predictors at the .05 level of probability: behaviorist 
orientation with P (1,52)=10.4702, P < .002 and training 
time with F (1,52)= 3.9862, P < .05. 
The variable "behaviorist orientation" accounted for 15 
percent of the total variance. Eighty-five percent of the 
variance was not accounted for by behaviorist orientation. 
The variable "training time" accounted for only five 
percent of the total variance. The remaining 95 percent of 
the variance was not accounted for by this variable. 
The rest of the research variables did not show any 
significance at the .05 level of probability (Table 32). 
Therefore, additional, unexamined variables may contribute 
more to the prediction of a trainer's emphasis on "getting 
ready to do training" in applying training methods. 
HYPOTHESIS 2.2.1.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy,. and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's emphasis 
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TABLE 32. Regression effect of the variables on the 
trainer's emphasis on "getting ready to do 
training" in applying training methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .133 .018 -.001 -2.0760 .9415 
(Constant) 36.1360 
Level of 
formal 
instruction .010 .000 -.019 -.1182 .0049 
(Constant) 31.6723 
Level of 
informal 
instruction .103 .011 -.008 2.2547 .5594 
(Constant) 25.9793 
Adult 
teaching 
experience .068 .005 -.015 -1.0932 .2419 
(Constant) 35.4362 
Educational 
orientation .008 .000 -.019 -.0090 .0034 
(Constant) 32.4695 
Behaviorist .409 .168 .152 3.0545 10.4702** 
(Constant) .1841 
®B is the coefficient of the variable in the prediction 
equation. 
**Significant at P < .01. 
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TABLE 32. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
F Value 
Structuralist .014 .000 -.019 .1021 .0107 
(Constant) 30.4358 
Functionalist .193 .037 .019 -1.3659 2.0069 
(Constant) 44.8387 
Humanist .012 .000 -.019 - .0865 .0070 
(Constant) 30.5533 
CI .114 .013 -. 006 -4.6176 .6881 
(Constant) 33.1176 
C2 .116 .013 -. 006 -16.7170 .7031 
(Constant) 31.7170 
C3 .086 .007 -.012 3.6121 .3873 
(Constant) 30.2703 
C4 .105 .011 -.008 -7.0612 .5786 
(Constant) 32.0612 
C5 .152 .023 .004 7.3658 1.2304 
(Constant) 29.9070 
Trainer type .001 .000 -.019 -.0556 .0001 
(Constant) 31.5000 
Training 
time 
(Constant) 18 
.267 
.4734 
.071 .053 4.5060 3.9862* 
•Significant at P < .05. 
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on "getting ready to do training" in applying 
training methods. 
' A stepwise multiple regression analysis was done to 
examine a combined contribution to the prediction of a 
trainer's emphasis on "getting ready to do training" in 
applying training methods: the emphasis on "getting ready 
to do training" such as developing a time table, organizing 
and sequencing the training content or information, getting 
equipment and facilities ready, etc. On the basis of the 
analysis, the research hypothesis on the dependent variable, 
a trainer's emphasis on "getting ready to do training" was 
only partially supported at the .05 level of significance (F 
(2,51)«8.4402, P < .0007), since two variables combined were 
found to have a significant relationship to the trainer's 
emphasis (Table 33). 
The analysis showed that the variable "behaviorist 
orientation" was the best predictor of a trainer's emphasis 
on "getting ready to do training," accounting for 15 percent 
of the variation. The variable "humanist orientation," when 
behaviorist orientation was considered, also contributed to 
the prediction, accounting for an additional seven percent. 
After behaviorist orientation and humanist orientation were 
considered, none of the remaining variables made a 
significant contribution. The best prediction equation as 
indicated in Table 33 was: A trainer's emphasis on "getting 
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TABLE 33. Stepwise multiple regression effect on the 
trainer's emphasis on "getting ready to do 
training" in applying training methods 
Variable® Multiple R Square Adjusted B^ 
R R Square 
Behaviorist 
orientation .409 .168 .152 4.4600 
Humanist 
orientation .499 .249 .219 2.5515 
(Constant) -39.3679 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
^B is the coefficient of the variable in the prediction 
equation. 
ready to do training" = 4.4600 Behaviorist orientation + 
2.5515 Humanist orientation - 39.3679. 
HYPOTHESIS 2.1.2.: The trainer's educational 
background, educational orientation, educational 
philosophy,, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on "preparing 
the learner" in applying training methods. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's emphasis on "preparing the 
learner": the emphasis on "preparing the learner" such as 
putting at ease, finding out what they know/do not know, 
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arousing interest, etc. The analysis showed that only the 
variable "training time" was a significant predictor at the 
.05 level of probability (F (1,52)»6.8658, P < .01). The 
result reveals that a variance of 10 percent was accounted 
for by this variable. The remaining 90 percent of the 
variance was not accounted for by training time. The rest 
of the research variables did not show any significance at 
the .05 level of probability (Table 34). Therefore, other, 
unexamined variables may be better predictors of a trainer's 
emphasis on "preparing the learner." 
HYPOTHESIS 2.2.2.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's emphasis 
on "preparing the learner" in applying training 
methods. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
the prediction of a trainer's emphasis on "preparing the 
learner." On the basis of the analysis, the hypothesis on 
the dependent variable of a trainer's emphasis on "preparing 
the learner" was partially supported at the .05 level of 
significance (F (2,51)=7.5801, P < .001), since two 
variables combined were found to have a predictive 
relationship to the trainer's emphasis (Table 35). 
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TABLE 34. Regression effect of the variables on the 
trainer's emphasis on "preparing the learner" in 
applying training methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .225 .051 .033 -1.1251 2.7856 
(Constant) 12.5256 
Level of 
formal 
instruction .121 .015 -.004 -.4752 .7781 
(Constant) 11.0278 
Level of 
informal 
instruction .099 .010 -.009 .6928 .5136 
(Constant) 8.2952 
Adult 
teaching 
experience .116 .013 -. 006 .5947 .7031 
(Constant) 7.7712 
Educational 
orientation .008 .000 -.019 .0027 .0030 
(Constant) 9.6397 
Behaviorist .156 .024 .005 -.3724 1.2928 
(Constant) 13.7702 
Structural­
ist .157 .025 .006 .3584 1.3214 
(Constant) 6.5516 
^B is the coefficient of the variable in the prediction 
equation. 
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TABLE 34. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
F Value 
Functional­
ist .016 .000 -.019 -.0374 .0141 
(Constant) 10.3312 
Humanist .220 .049 .030 -.5277 2.6530 
(Constant) 15.1720 
Cl .054 .003 -.016 .6941 .1492 
(Constant) 9.7059 
C2 .001 .000 -.019 .0377 .0000 
(Constant) 9.9623 
C3 .009 .000 -.019 -.1176 .0040 
(Constant) 10.0000 
C4 .131 .017 -.002 -2.8245 .9067 
(Constant) 10.2245 
C5 .040 .002 -.018 .6173 .0823 
(Constant) 9.8372 
Trainer 
type .008 .000 -.019 .1111 .0037 
(Constant) 9.7778 • 
Training 
time .342 .117 .100 -1.8484 6.8658** 
(Constant) 15.2687 
**Significant at P < .01. 
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TABLE 35. Stepwise multiple regression effect on the 
trainer's emphasis on "preparing the learner" in 
applying training methods 
Variable® Multiple R Square Adjusted B 
R R Square 
Training 
time .342 .117 .100 -2.3821 
Tenure .479 .229 .199 -2.3821 
(Constant) 20.7739 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
is the coefficient of the variable in the prediction 
equation. 
The analysis revealed that the variable "training time" 
was the best predictor of a trainer's emphasis on "preparing 
the learner," accounting for 10 percent of the variation. 
Training time was negatively related to a trainer's emphasis 
on "preparing the learner." The variable "tenure," when 
training time was considered, also made a significant 
contribution, accounting for an additional ten percent. 
Tenure was also negatively related to a trainer's emphasis 
on "preparing the learner." After training time and tenure 
were considered, none of the remaining variables made a 
significant contribution. The best prediction equation as 
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indicated in Table 35 was: A trainer's emphasis on 
"preparing the learner" = -2.3821 Training, time - 1.7444 
Tenure + 20.7739. 
HYPOTHESIS 2.1.3.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on 
"presenting information" in applying training 
methods. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's emphasis on "presenting 
information" in applying training methods: such as telling, 
showing, explaining, demonstrating, etc. The analysis 
showed that none of the variables was a significant 
predictor at the .05 level of probability (Table 36). This 
means that other, unexamined variables may be better 
predictors. 
HYPOTHEISI 2.2.3.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on 
"presenting information" in applying training 
methods. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
the prediction of a trainer's emphasis on "presenting 
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TABLE 36. Regression effect of the variables on the 
trainer's emphasis on "presenting information" in 
applying training methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Tenure .039 .002 -.018 .4623 .0780 
(Constant) 25.4654 
Level of 
formal 
instruction .095 .009 -.010 .8868 .4699 
(Constant) 24.5315 
Level of 
informal 
instruction .240 .058 .040 -4.0293 3.1852 
(Constant) 36.2186 
Adult 
teaching 
experience .114 .013 -.006 1.4039 .6831 
(Constant) 21.3450 
Educational 
orientation .163 .026 .008 .1392 1.4138 
(Constant) • 10.0204 
Behaviorist .259 .067 .049 -1.4844 3.7475 
(Constant) 41.6919 
Structural­
ist .056 .003 -.016 .3030 .1612 
(Constant) 23.6341 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 36. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Functional­
ist .164 .027 .008 .8905 1.4334 
(Constant) 17.7618 
Humanist .074 .005 -.014 .4228 .2842 
(Constant) 22.3453 
Cl .102 .010 -.009 3.1471 .5413 
(Constant) 25.3529 
C2 .106 .011 -.008 -11.7358 .5872 
(Constant) 26.7358 
C3 .083 .007 . -.012 2.6773 .3611 
(Constant) 25.6757 
C4 .074 .006 -.014 3.8367 .2885 
(Constant) 26.1633 
C5 .236 .055 .037 -8.7569 3.0548 
(Constant) 28.3023 
Trainer 
type .009 .000 -.019 .2778 .0040 
(Constant) 26.0556 
Training 
time .211 .045 .026 -2.7377 2.4296 
(Constant) 34.3768 
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information." On the basis of the analysis, the hypothesis 
on the dependent variable of a trainer's emphasis on 
"presenting information" was not supported at the .05 level 
of significance, since none of the variables were found to 
have a predictive relationship to the trainer's emphasis. 
Other, unexamined variables may make a significant 
contribution to the prediction of a trainer's emphasis on 
"presenting information." 
HYPOTHESIS 2.1.4.: The trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on "having 
learners try out subject matter" in applying 
training methods. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's emphasis on "having learners try 
out or apply subject matter": such as performing an 
operation, explaining key/major points for others, going 
through a process experientially, etc. The analysis showed 
that the variable "tenure" was a statistically significant 
predictor at the .05 level of probability (F (1,52)=4.4523, 
P < .04). However, only six percent of the variation was 
accounted for by this variable (Table 37). The remaining 94 
percent of the variance was not accounted for. 
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The rest of the research variables did not show any 
significance at the .05 level of probability (Table 37). 
Additional, unexamined variables may be better predictors of 
a trainer's emphasis on "having learners try out subject 
matter." 
HYPOTHESIS 2.2.4.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's emphasis 
on "having learners try out subject matter" in 
applying training methods. 
A stepwise multiple regression analysis was done to 
examine a combined contribution to the prediction of a 
trainer's emphasis on "having learners try out subject 
matter." On the basis of the analysis, the hypothesis on 
the dependent variable of a learner's emphasis on "having 
learners try out" was partially supported at the .05 level 
of significance (F (1,52)=4.4523, P < .04), since one 
variable was found to have a predictive relationship to the 
trainer's emphasis (Table 38). 
The analysis showed that the variable "tenure" was a 
statistically, significant predictor of the trainer's 
preference, accounting for six percent of the variation. 
After tenure was considered, none of the remaining variables 
made a significant contribution. The regression equation as 
indicated in Table 38 was: A trainer's emphasis on "having 
learners try out subject matter" = 2.9175 Tenure + 14.1880. 
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TABLE 37. Regression effect of the variables on the 
trainer's emphasis on "having learners try out 
subject matter" in applying training methods. 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B® F Value 
Tenure .281 .079 .061 2.9175 4.4523* 
(Constant) 14.1880 
Level of 
formal 
instruction .010 .000 -.019 -.0786 .0048 
(Constant) 21.0094 
Level of 
informal 
instruction .073 .005 -.014 1.0611 .2767 
(Constant) 18.2788 
Adult 
teaching 
experience .014 .000 -.019 .1528 .0106 
(Constant) • 20.2704 
Educational 
orientation .137 .019 -.000 -.1018 .9933 
(Constant) 32.9072 
Behaviorist .140 .020 .001 -.6958 1.0360 
(Constant) 27.9465 
^B is the coefficient of the variable in the prediction 
equation. 
*Significant at P < .05. 
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TABLE 37. (Continued) 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Structural­
ist .125 .016 -.003 -.5947 .8316 
(Constant) 26.4941 
Functional­
ist .101 .010 -.009 .4799 .5411 
(Constant) 16.1148 
Humanist .039 .002 -.018 -.1961 .0805 
(Constant) 22.7685 
Cl .039 .002 -.018 1.0588 .0803 
(Constant) 20.4412 
C2 .202 .041 .022 19.5283 2.2165 
(Constant) 20.4717 
C3 .206 .042 .024 -5.7663 2.2970 
(Constant) 22.6486 
C4 .141 .020 .001 6.3551 1.0620 
(Constant) 20.2449 
C5 .021 .000 -.019 . 6660 .0221 
(Constant) 20.6977 
Trainer 
type .091 .008 -.011 -2.5000 .4295 
(Constant) 25.0000 
Training 
time .058 .003 . -.016 .6496 .1734 
(Constant) 18.9687 
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TABLE 38. Stepwise multiple regression analysis on the 
trainer's emphasis on "having learners try out 
subject matter" in applying training methods 
Variable® Multiple 
R 
R Square Adjusted 
R Square 
Bb 
Tenure .281 .079 .061 2.9175 
(Constant) 14.1880 
^Remaining variables would not make an additional 
contribution, hence were not entered into the equation. 
is the coefficient of the variable in the prediction 
equation. 
HYPOTHESIS 2.1.5.: The trainer's educational 
background, educational orientation, education 
philosophy, and organizational climate and 
expectations, when considered separately, will 
each contribute significantly (P < .05) to the 
prediction of the trainer's emphasis on "following 
up" in applying training methods. 
A regression analysis was done on each of the research 
variables to examine each variable's contribution to the 
prediction of a trainer's emphasis on "following up": such 
as having learners perform alone, either in practice or as a 
part of their work-job, encouraging questions, checking on 
how they are doing occasionally, etc. The analysis showed 
that none of the variables was significant at the .05 level 
of probability (Table 39). Therefore, other, unexamined 
variables may make a significant contribution to the 
prediction. 
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TABLE 39. Regression effect of the variables on the 
trainer's emphasis on "following up" in applying 
training methods 
Variable Multiple 
R 
R Square Adjusted 
R Square 
B* F Value 
Tenure .031 .001 -.018 -.1788 .0501 
(Constant) 11.6850 
Level of 
formal 
instruction .048 .002 -.017 -.2148 .1178 
(Constant) 11.7590 
Level of 
informal 
instruction .003 .000 -.019 .0207 .0003 
(Constant) 11.2281 
Adult 
teaching 
experience .178 .032 .013 -1.0581 1.7013 
(Constant) 15.1772 
Educational 
orientation .075 .006 -.013 -.0311 .2971 
(Constant) 14.9632 
Behaviorist .182 .033 .014 -.5018 1.7768 
(Constant) 16.4073 
Structural­
ist .064 .004 -.015 -.1688 .2153 
(Constant) 12.8844 
®B is the coefficient of the variable in the prediction 
equation. 
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TABLE 39. (Continued) 
Variable Multiple 
R 
R Square Àdjusted 
R Square 
B® F Value 
Functional­
ist .013 .000 -.019 .0330 .0082 
(Constant) 10.9536 
Humanist .078 .006 -.013 .2145 .3147 
(Constant) 9.1609 
Cl .019 .000 -.019 -.2824 .0186 
(Constant) 11.3824 
C2 .166 .028 .009 8 « 8868 1.4725 
(Constant) 11.1132 
C3 .026 .001 -.019 -.4054 .0354 
(Constant) 11.4054 
C4 .012 .000 -.019 -.3061 .0079 
(Constant) 11.3061 
C5 .006 .000 -.019 .1078 .0019 
(Constant) 11.2558 
Trainer 
type .141 .020 .001 2.1667 1.0619 
(Constant) 7.6667 
Training 
time .091 .008 -.011 -.5695 .4355 
(Constant) 12.9124 
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HYPOTHESIS 2.2.5.: A combination of the trainer's 
educational background, educational orientation, 
educational philosophy, and organizational climate 
and expectations will contribute significantly (P 
< .05) to the prediction of the trainer's emphasis 
on "following up" in applying training methods. 
A stepwise multiple regression analysis was done to 
examine a combined contribution of the research variables to 
a trainer's emphasis on "following up." On the basis of the 
analysis, the hypothesis was not supported at the .05 level 
of significance, since none of the variables were found to 
have a predictive relationship to a trainer's emphasis on 
"following up." Therefore, other, unexamined variables may 
make significant contributions to the prediction of a 
trainer's emphasis on "following-up" in applying training 
methods. 
Hypothesis Three 
HYPOTHESIS 3.: Humanist- and functionalist-
oriented trainers will be significantly (P < .05) 
more andragogical in their education orientation 
than behaviorist- and structuralist-oriented 
trainers. 
To test this hypothesis, respondents to the 
questionnaire were divided into two groups: Group 1 
representing humanist- and functionalist-oriented trainers 
and Group 2 representing behaviorist- and structuralist-
oriented trainers. Those whose dominant philosophical 
orientations fell into the categories of Group 1 and Group 2 
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at the same time were deleted for the analysis. Five out of 
54 trainers were in this category. 
This hypothesis was tested using a t-test technique. 
Homogeneity of variance was tested. The resulting P-value 
of 4.27 was significant at P < .001. Therefore, the 
separate variance formula was used. 
Table 40 presents a summary of the findings. A 
significant difference at the .001 level of probability was 
found between the mean of Group 1 and the mean of Group 2. 
The mean of Group 1 was 127, whereas the mean of Group 2 was 
108. The t-value of 3.71 with 27 degrees of freedom was 
significant at the .01 level of probability. The result 
revealed that humanist- and functionalist-oriented trainers 
were significantly (P < .01) more andragogical in their 
educational orientation than behaviorist- and structuralist-
oriented trainers. The hypothesis, therefore, was 
supported. 
Hypothesis Four 
HYPOTHESIS 4.; There are no significant (P < .05) 
differences in educational orientation among 
groups of trainers whose participation in informal 
instruction in education differs. 
In order to test this hypothesis, group categorization 
was made by placing trainers in one of the four levels of 
informal instruction (Table 41). 
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TABLE 40. Analysis of the trainer's educational orientation 
by dominant philosophical orientation 
Philosophical 
orientation 
Number Mean S.D. Separate variance 
T-value df 
Group 1® 28 126.96 10.33 3.71** 27.03 
Group 2^ 21 108.24 21.34 
®Group 1 represents humanist- and functionalist-
oriented trainers. 
^Group 2 represents behaviorist- and structuralist-
oriented trainers. 
**Significant at P < .01. 
The hypothesis was tested using a single classification 
analysis of variance, procedure. The analysis produced no 
significant differences (F (3,50)=.116, P < .95). The means 
and standard deviations for the levels of informal 
instruction are shown in Table 41 and the results of the 
analysis of variances are shown in Table 42. 
Hypothesis Five 
HYPOTHESIS 5.: There are no significant (P < .05) 
differences in educational orientation among 
groups of trainers whose tenures as a trainer are 
different. 
Group categorization for testing this hypothesis was 
made by placing trainers in one of the five levels of tenure 
(Table 43). 
173 
TABLE 41. Means and standard deviations of educational 
orientation scores by level of informal 
instruction 
Level of 
informal 
instruction 
N Mean Standard 
deviation 
Group 1® 2 117.50 13.44 
Group 2^ 9 117.00 8.93 
Group 3^ a 116.00 13.76 
Group 4^ 35 119.60 20.50 
®Group 1 represents no informal instruction in 
education. 
^Group 2 represents 1 to 4 workshops, seminars, 
lectures, and so forth. 
^Group 3 represents 5-10 workshops, seminars, lectures, 
and so forth. 
^Group 4 represents 10+ workshops, seminars, lectures, 
and so forth. 
TABLE 42. Analysis of variance of educational orientation 
by level of informal instruction 
Sources of df Mean F-Value 
variations squares 
Informal 
instruction 3 38.14 .116 
Residual 50 328.618 
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The hypothesis was tested using a single classification 
analysis of variance procedure. The analysis produced no 
significant differences (F (4,49)=2.287, P < .07). 
Therefore, the hypothesis was tenable. The means and 
standard deviations for tenure are shown in Table 43 and the 
results of the analysis of variance are shown in Table 44. 
TABLE 43. Means and standard deviations of educational 
orientation by tenure 
Tenure N Mean Standard 
deviation 
Less than 3 years 19 123.11 10.31 
3 to 5 years 16 109.06 22.93 
6 to 10 years 7 128.71 13.79 
11 to 15 years 9 117.00 18.84 
16 or more years 3 121.33 8.96 
TABLE 44. Analysis of variance of 
by tenure 
educational orientation 
Sources of 
variation 
df Mean 
squares 
F-Value 
Tenure 4 650.63 2.287 
Residual 49 284.55 
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SUMMARY, DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 
The purpose of this chapter is to summarize the 
research study, discuss the findings, present implications 
for training, and suggest recommendations for future 
research. The chapter is organized into the following 
sections: 
1. Summary of Research Study 
2. Discussion of the Study Results 
3. Implications for Training 
4. Recommendations for Future Research 
Summary of Research Study 
The focus of the research was on relationships of a 
trainer's educational background, educational orientation 
(e.g., an andragogy-pedagogy continuum), philosophical 
orientations, organizational climate and expectations and 
the methods used in training. 
Development of the Study 
As our society changes and becomes more complex,and as 
new knowledge and technology emerge, the need for training 
in business and industry is increasing more rapidly than 
ever before. Responding to the ever increasing demands for 
training, private business and industry sectors make 
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tremendous efforts to develop and implement training 
programs toward the attainment of their organizational 
goals. Training in business and industry has multiple 
functions to meet a variety of the organizational needs and 
consequently, trainers are expected to carry out a blend of 
mixed roles to appropriately function in organizations. The 
trainer's primary function is to assume responsibility for 
developing, organizing, and implementing training programs. 
In order to effectively carry out his or her 
responsibility as a trainer, the trainer needs to develop 
understandings of the related fields of studies such as 
education, psychology, sociology, philosophy, etc. Enormous 
studies have been done to develop general conceptualizations 
of certain issues related to teaching and learning, 
organizational behaviors, organizational climate, etc. 
Concepts, constructs and other empirical findings from those 
studies have provided implications for, and insights into 
the understandings of a trainer's managing behaviors related 
to the teaching practice. 
In designing and implementing training programs, the 
trainer's managing behaviors are assumed to be contingent 
upon a variety of variables including those mentioned above. 
Knowles' conceptualization of, and following research 
efforts on the educational orientation toward an andragogy-
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pedagogy continuum have implications for the practice of 
training. The trainer's philosophical orientation about 
education is also believed to be another factor affecting 
the trainer's teaching practice. In addition, 
organizational characteristics such as organizational 
climate have been reported to affect an organizational 
member/trainer's activities in organizations. Studies on 
those concepts and variables have implied that they, in 
part, contribute to the trainer's managing behaviors in 
relation to teaching practice. Little, however, has been 
done on how those variables influence the ways the trainer 
organizes training programs, and how the teaching methods in 
facilitating his or her teaching practices are decided upon. 
The primary purpose of this study, therefore was to 
examine the relationships of a trainer's educational 
background, educational orientation, philosophical 
orientation, and organizational climate and expectations to 
the trainer's teaching methods to be used in implementing 
training programs. 
Methodology 
This research project was a portion of a larger, 
exploratory survey (Wilson, 1988) that was studying the 
differences in adult instruction among three major settings 
wherein adult instruction takes place: training and 
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development in business and industry, higher education, and 
the Cooperative Extension Service. The research reported 
here focused on trainers in business and industry. 
The research employed a survey to identify the deciding 
factors in determining how training is organized and the 
types of methods to be used in implementing training. The 
information for this research was collected by using a 
questionnaire designed by Wilson (1988) for the larger study 
mentioned above. 
The questionnaire for this study consisted of four 
parts: (1) background information, (2) procedural 
information about educational philosophy, (3) organizational 
climate, and (4) educational orientation on an andragogy-
pedagogy continuum. Part I of the questionnaire provided 
information on type of trainer, tenure, training time, level 
of formal instruction in education, level of informal 
instruction in education, adult teaching experiences, type 
of teaching arrangement, training methods, and a trainer's 
emphasis on training procedures. Part II provided 
information on a trainer's philosophical orientation in 
education. Part III provided information on organizational 
climate. Part IV provided information on a trainer's 
educational orientation on an andragogy-pedagogy continuum. 
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The population for the study consisted of 400 
memberships listed in the Iowa Chapter of the American 
Society for Training and Development (ASTD) in spring, 1988. 
Questionnaires were mailed to 120 randomly selected 
subjects. Sixty-four out of the 120 subjects returned the 
questionnaires. Fifty-four out of 64 returned 
questionnaires, however, provided usable information for the 
analysis of data. 
Data from the questionnaires were analyzed using the 
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SPSS program. The statistical techniques used were as 
follows: 
1. Descriptive statistics were used to obtain a general 
picture of the sample regarding the research variables. 
Those.statistics included frequencies, percentages, 
cumulative percentages, mean, standard deviation, mode, 
median, etc. 
2. A single regression analysis at the .05 level of 
probability was used to identify each variable's 
contribution to the prediction of a trainer's preference for 
training methods, and emphasis on the training procedures. 
3. A stepwise multiple regression analysis at the .05 
level of probability was used to identify a combined 
contribution of the research variables to the prediction of 
the trainer's preference for training methods, and emphasis 
on the training procedures. 
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4. A Student t-test was used to test significant 
differences in educational orientation between humanist- and 
functionalist-oriented trainers and behaviorist- and 
structuralist-oriented trainers. The test was done at the 
.05 level of probability. 
5. A single classification analysis of variance was 
used to test: (1) significant differences in educational 
orientation by level of informal instruction in education, 
and (2) significant differences in educational orientation 
by tenure. Those tests were done at the .05 level of 
probability. 
Results of the study 
The major hypotheses were established to identify the 
deciding factors of a trainer's preferences for training 
methods and emphasis on training procedures in applying 
training methods. This study dealt with a number of 
variables for the tests of the major hypotheses. 
Independent variables for regression analyses were grouped 
into five categories: (1) educational background, (2) 
educational orientation, (3) educational philosophy, (4) 
organizational climate, and (5) organizational expectations. 
The dependent variables were training methods and training 
procedures. Training methods were grouped into teaching 
arrangements and teaching techniques. Training methods as 
teaching arrangements included: (1) individual teaching 
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arrangements, (2) small group teaching arrangements, and (3) 
large group teaching arrangements. Training methods as 
teaching techniques included: (1) information-receiving 
methods, (2) information-finding methods, (3) synthesizing 
methods, and (4) application methods. Training procedures 
consisted of; (1) "getting ready to do training," (2) 
"preparing the learner," (3) "presenting information," (3) 
"having learners try out or apply subject matter," and (5) 
"following up." 
Hypothesis one was as follows: 
Hl.l. The trainer's educational background, 
educational orientation, educational philosophy, 
and organizational climate and expectations, when 
considered separately, will each contribute 
significantly (P < .05) to the trainer's 
preferences of the training methods to be used in 
implementing training. 
HI.2. A combination of a trainer's educational 
background, educational orientation, educational 
philosophy, organizational climate and 
expectations will contribute significantly (P < 
.05) to the trainer's preferences of the training 
methods to be used in implementing training. 
For the test of hypothesis 1.1, a single regression 
analysis was used to identify an individual contribution of 
each of the variables to the prediction of the dependent 
variables. For the test of hypothesis 2.2, a stepwise 
multiple regression analysis was used in each case to 
identify whether combined variables were predictive of the 
dependent variables. 
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1. Individual teaching arrangements: 
When the research variables were considered separately, 
the variable "enduring climate" (C2) was a significant 
predictor, accounting for 10 percent of the variation. 
In a stepwise multiple regression analysis, none of the 
remaining variables made an additional contribution to the 
prediction of a trainer's preference for individual teaching 
arrangements. 
2. Small group teaching arrangements: 
When the research variables were considered separately, 
the variable "ambiguous" climate (C5) was a significant 
predictor, accounting for seven percent of the variation. 
In a stepwise multiple regression analysis, none of the 
remaining variables made an additional contribution to the 
prediction of a trainer's preference for small group 
teaching arrangements. 
3. Large group teaching arrangements: 
When the research variables were considered separately, 
two variables were significant predictors, respectively: 
"participating" climate (CI) and educational orientation. 
"Participating" climate accounted for 20 percent of the 
variation and educational orientation accounted for seven 
percent of the variation. 
183 
A stepwise multiple regression analysis revealed that 
three variables combined had a significant, predictive 
relationship to a trainer's preference for large group 
teaching arrangements: "participating" climate, level of 
informal instruction, and training time. These three 
combined variables accounted for 30 percent of the 
variation. 
4. Information-receiving methods; 
When the research variables were considered separately, 
none of them was a significant predictor. A stepwise 
multiple regression analysis also showed the same result. 
None of the research variables entered into the stepwise 
multiple regression procedure. 
5. Information-finding methods: 
When the research variables were considered separately, 
two variables were significant predictors, respectively; 
adult teaching experiences and training time. Adult 
teaching experiences accounted for seven percent of the 
variation. Training time accounted for six percent of the 
variation. 
A stepwise multiple regression analysis indicated that 
three variables combined had a significant, predictive 
relationship to information-finding methods: adult teaching 
experiences, training time, and "self-functioning" climate. 
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The three combined variables accounted for a total of 19 
percent of the variation. 
6. Synthesizing methods: 
When the research variables were considered separately, 
educational orientation was a significant predictor, 
accounting for 12 percent of the variation. 
In a stepwise multiple regression analysis, none of the 
remaining variables made an additional contribution to the 
prediction of a trainer's preference for synthesizing 
methods. 
7. Application methods: 
When the research variables were considered separately, 
none of the research variables made a significant 
contribution to the prediction. A stepwise multiple 
regression analysis also indicated the same result. 
Hypothesis Two was as follows: 
H2.1. The trainer's educational background, 
educational orientation, educational philosophy, 
and organizational climate and expectations, when 
considered separately, will each contribute 
significantly (P < .05) to the prediction of the 
trainer's emphasis on training process in applying 
training methods. 
H2.2. A combination of a trainer's educational 
background, educational orientation, educational 
philosophy, and organizational climate and 
expectations will contribute significantly (P < 
.05) to the prediction of the trainer's emphasis 
of training process in applying training methods. 
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Hypothesis 2.1 vas tested, using a single linear 
regression anaysis technique. Hypothesis 2.2 was tested, 
using a stepwise multiple regression analysis technique. 
When the hypotheses were tested, the findings indicated 
that; 
1. "Getting ready to do training"; 
When the research variables were considered separately, 
two variables were significant predictors of the trainer's 
emphasis on "getting ready to do training" in applying 
training methods. These were behaviorist orientation, and 
training time. Behaviorist orientation accounted for 15 
percent of the variation. Training time accounted for five 
percent of the variation. 
A stepwise multiple regression analysis revealed that 
two variables combined had a significant, predictive 
relationship to the trainer's emphasis on "getting ready to 
do training"; behaviorist orientation and humanist 
orientation. These two variables combined accounted for a 
total of 22 percent of the variation, 
2. "Preparing the learner": 
When the research variables were considered separately, 
the variable "training time" was a significant predictor of 
the trainer's emphasis on "preparing the learner." Training 
time accounted for 10 percent of the variation. 
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A stepwise multiple regression analysis revealed that 
two variables combined had a significant, predictive 
relationship to the trainer's emphasis on "preparing the 
learner": training time and tenure. Training time and 
tenure combined, accounted for a total of 20 percent of the 
variation. 
3. "Presenting information": 
When the research variables were considered separately, 
none of the variables was a significant predictor of the 
trainer's emphasis on "presenting information." 
A stepwise multiple regression analysis also indicated 
the same result. None of the variables were found to have a 
significant, predictive relationship to the trainer's 
emphasis. 
4. "Having learners try out subject matter": 
When the research variables were considered separately, 
the variable "tenure" was a significant predictor of the 
trainer's emphasis on "having learners try out subject 
matter." Tenure accounted for six percent of the variation. 
In a stepwise multiple regression analysis, none of the 
remaining variables made an additional contribution. 
5. "Following up": 
When the research variables were considered separately, 
none of the variables was significantly predictive of the 
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trainer's emphasis on "following up" in applying training 
methods. 
A stepwise multiple regression analysis also revealed 
the same result. None of the variables made a significant 
contribution to the prediction. 
Additional hypotheses generated the following findings: 
1. Humanist- and functionalist-oriented trainers were 
significantly (P < .01) more andragogical in their 
educational orientation than behaviorist- and structuralist-
oriented trainers. 
2. There were no significant (P < .05) differences in 
educational orientation among groups of trainers whose 
participation in informal instruction in education differed. 
3. There were no significant (P < .05) differences in 
educational orientation among groups of trainers whose 
tenure as a trainer differed. 
Discussion of Study Results 
This study was built upon the conjecture that a 
trainer's managing behaviors for training are significantly 
related to the trainer's educational background, educational 
orientation, educational philosophy, and organizational 
climate and expectations. A trainer's managing behaviors in 
this study included the trainer's preference for training 
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methods, and emphasis on training procedures in applying 
training methods. 
This section is organized into six subsections: (1) 
Methods I; Teaching arrangements, (2) Methods II; Teaching 
techniques, (3) Training procedures, (4) Educational 
orientation and educational philosophy, (5) Educational 
orientation and informal education, and (6) Educational 
orientation and tenure. 
Methods I : Teaching arrangements 
Teaching arrangements as methods denote organizational 
patterns for training, where transactions between trainer 
and trainees, and among trainees take place. The size of a 
training group is a crucial factor for differentiating among 
different organizational patterns such as individual, small 
group and large group teaching arrangements. Individual 
teaching arrangements include a one-on-one mode of 
transaction or transactions with less than 10 trainees. 
Small group teaching arrangements include 10 to 25 trainees 
for training. Large group teaching arrangements include 
over 25 trainees for training. 
In brief, climate factors were more visible than any 
other single variable in affecting a trainer's preferences 
for teaching arrangements. A combined effect of multi-
variables was found for a trainer's preference of large 
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group teaching arrangements. Discussions on each teaching 
arrangement are as follows: 
1. Individual teaching arrangements: 
In this research, individual teaching arrangements for 
training include one-on-one, or less than 10 trainees for 
training. Such individual teaching arrangements are more 
likely to allow face-to-face interaction between trainer and 
trainee(s) than other types of teaching arrangements. 
Therefore, a close relationship between trainer and trainees 
is essential in a form of team work. 
One of the advantages for individual teaching 
arrangements is that trainers can pay more attention to each 
individual trainee in teaching-learning transactions. In 
individual teaching arrangements, even a personalized 
training program can be designed. However, individual 
teaching arrangements may be more expensive to operate, 
since per capita costs and training time are higher in this 
mode than in other teaching arrangements. Although this 
type of arrangement seems costly, individual teaching 
arrangements can be effectively used when training demand 
occurs to a few selected employees. 
The findings of this study showed that individual 
teaching arrangements were not that highly used, compared 
with other teaching arrangements. Fifteen percent of the 
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trainers in this study used individual teaching arrangements 
frequently or most frequently, whereas 85 percent applied 
individual arrangements less frequently or least frequently 
in implementing training programs. 
In order to identify deciding factors of a trainer's 
preference for individual teaching arrangements, a 
regression analysis was done. The result showed that none 
of the variables were significant for individual teaching 
arrangements except for "enduring" climate. Although 
"enduring" climate was statistically significant, only one 
out of 54 trainers was in this climate. Therefore, the 
research data were not sufficient enough to validate this 
finding. However, further research needs to examine the 
hypothetical relationship between "enduring" climate and 
individual teaching arrangements. "Enduring" climate is an 
organizational environment wherein the trainer and his or 
her co-workers emphasize teamwork rather than individual 
efforts. Close cooperation between trainer and trainees is 
essential for training in individual teaching arrangements. 
Since an andragogical mode of training can be more 
easily organized in a setting with a small number of 
learners, it was expected that educational orientation might 
be related to individual teaching arrangements. However, 
the findings of this research did not show any significant 
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relationship between educational orientation and individual 
teaching arrangements. It can be theoretically said that 
andragogical-oriented trainers can work out best in an 
instructional setting where maximum interaction between 
trainer and trainees ia possible. An andragogical mode of 
teaching and learning involves learners and trainees in the 
whole process of learning and teaching; from planning, 
diagnosing training needs, setting training goals, designing 
a training plan, implementing the plan, to evaluating 
training outcomes. Individual teaching arrangements seem to 
be highly suitable for an andragogical mode of training. 
However, the finding of this research did not show any 
significant relationship between a trainer's educational 
orientation and individual teaching arrangements. 
In order to obtain more accurate information on a 
trainer's use of individual teaching arrangements, further 
research needs to examine other variables such as training 
objectives, contents and trainees, etc. 
Regarding individual teaching arrangements, another 
consideration is. a trainer's educational philosophy. A 
humanist orientation assumes the purpose of education is to 
enhance personal growth and development, and self-
actualization. A humanistic approach to adult education 
emphasizes experiential learning, individuality. 
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interaction, cooperation, etc. (Rogers, 1969).. In order to 
help in a trainee's personal growth and development, 
individualized, self-directed training programs can be 
designed under individual teaching arrangements. Supporting 
the humanistic concept of learning, Knowles' (1970, 1975) 
conceptualization has been built upon a humanistic 
philosophy about education. This study showed that humanist 
oriented trainers were more andragogical in their 
educational orientation than behaviorist- and structuralist-
oriented trainers. However, the finding of this study did 
not show any significant relationship between a humanist 
orientation and individual teaching arrangements. 
Therefore, further research needs to examine relationships 
between humanist orientation and individual teaching 
arrangements by refining the construct of humanist 
orientation. 
Overall, this research did not identify deciding 
factors which affect a trainer's selection of individual 
teaching arrangements. Therefore, further research needs to 
examine other variables. 
2. Small group teaching arrangements: 
Small group teaching arrangements describe training 
situations for a small number of trainees; that is, 
approximately 10-25 trainees. In this type of 
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organizational pattern for training, trainees can share a 
commitment to learning, and exchange their opinions, ideas, 
experiences, etc. Small group teaching arrangements also 
provide a high degree of interaction between trainer and 
trainees, and among trainees, when compared with large group 
teaching arrangements. Many workshops, seminars, and adult 
education classes in higher education take place in small 
group teaching arrangements. 
Teaching arrangement itself is an organizational 
pattern where a trainer relates himself or herself to 
learners for training. The way a trainer manages these 
relationships influences instructional processes and, as a 
result, training outcomes. Some trainers can use trainer-
dominant teaching techniques such as lectures throughout the 
whole process of training, while other trainers involve two-
way communication between trainer and trainees, and among 
trainees. Trainers might also use a blend of andragogical 
and pedagogical modes of teaching techniques. Whatever 
teaching techniques are applied to small group teaching 
arrangements, it should be noted that small group teaching 
arrangements can work out best when group interactions are 
high. Small group teaching arrangements can be made with 
use of group dynamics. 
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In this research, a trainer's use of small group 
teaching arrangements varied. Twenty-six percent of the 
trainers applied small group arrangements to 76-100 percent 
of their training programs; 24 percent of the trainers 
applied to 51-75 percent of their training activities; 28 
percent of the trainers applied to 26-50 percent of their 
training activities; the rest, 22 percent of the trainers, 
applied to less than 25 percent of their training programs. 
Regression analysis showed that the variable 
"ambiguous" climate was significantly related to a trainer's 
preferences of small group teaching arrangements in 
implementing training. Except for "ambiguous" climate, none 
of the research variables showed significant, predictive 
relationships to small group teaching arrangements. The 
"ambiguous" climate describes an environment where 
expectations of a trainer and his or her co-workers are 
vague, inconsistent, conflicting or changing. Although 
"ambiguous" climate was statistically significant, its 
predictive ability was limited for practical use due to a 
large portion of unexplained variance. 
The result of this research raises further research 
questions: Is such a distribution of trainers' use of small 
group arrangements attributed to random fluctuation of 
sampling? Or do some other deciding factors exist? 
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Trainers may use small group teaching arrangements because 
of the size of training group assigned for their training 
programs. Or there may be some other deciding factors 
influencing trainer's decision on small group arrangements. 
One of the ways to examine a trainer's preference for small 
group teaching arrangements is to associate training 
arrangements with training objectives, content, trainees, 
etc. When trainers make decisions on their use of training 
arrangements, they must have considered those variables. 
Therefore, further research may need to include those 
variables related to training itself. 
3. Large group teaching arrangements: 
In this study, large group teaching arrangements are 
organizational patterns for training, which include more 
than 25 trainees at a time. Compared with individual and 
small group teaching arrangements, large group teaching 
arrangements deal with more trainees at a time. Therefore, 
large group arrangements have an advantage of delivering 
training at less expense. Accordingly, training time per 
trainee is more economical than individual and small group 
arrangements. On the other hand, large group teaching 
arrangements have minimum interaction between trainer and 
trainees, and among trainees. In large group teaching 
arrangements, communication patterns are usually dominated 
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by the trainer, unless small group discussion sessions are 
integrated into the training programs. When training needs 
include delivering simple information, such as new employee 
orientation, large group arrangements can be effectively 
used. 
The findings of this study indicated that large group 
teaching arrangements were least preferred: 78 percent of 
the trainers used large group arrangements for less than 25 
percent of their training programs; 10 percent of the 
trainers applied large group teaching arrangements for over 
50 percent of their training programs. Several research 
variables were found to have predictive relationships to a 
trainer's preferences of large group teaching arrangements 
in implementing training. 
When the independent variables were considered 
separately, two variables each made a significant 
contribution to the prediction of a trainer's preferences of 
large group teaching arrangements; these variables were 
"participating" climate and educational orientation. 
"Participating" climate accounted for 20 percent of the 
variance, whereas educational orientation accounted for 
seven percent of the variance. The educational orientation 
had little practical value in determining a predictive 
relationship to large group teaching arrangements. 
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In a "participating" climate, the trainer and his or 
her co-workers are in an environment which expects free 
expression, solicits opinions, develops independence, 
creates democratic relationships and supports personal 
growth (Performax Systems International Inc., 1982). The 
trainer working in such a climate has open relationships 
with his or her co-workers and feels more comfortable 
dealing with a large number of people than those in a strict 
environment. However, this research finding indicates that 
those in a "participating" climate may not necessarily 
prefer using individual or small group teaching arrangements 
which involve the learners in the teaching process more than 
the large group teaching arrangements. It means that other, 
unexamined variables are more important in exploring a 
trainer's preferences of large group teaching arrangements. 
A stepwise multiple regression analysis indicated that 
three variables combined had a more powerful effect on a 
trainer's preference for large group teaching arrangements; 
these three variables were "participating" climate, level of 
formal instruction, and training time. Those three combined 
variables accounted for 30 percent of the variance. The 
result indicates that those trainers working in a 
"participating" climate and having more informal learning 
and more training time assignment tend to prefer large group 
teaching arrangements. 
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A caution should follow in interpreting the statistical 
result, since educational orientation was excluded in the 
stepwise multiple regression analysis. As partialing 
(controlling) occurred in the stepwise process of regression 
analysis, the relationships between large group teaching 
arrangements and level of formal instruction, and between 
large group teaching arrangements and training time 
increased. As a result, the inclusion of level of informal 
instruction and training time caused the exclusion of 
educational orientation which was, when considered 
separately, significant. 
Large group teaching arrangements usually involve a 
trainer-dominant communication pattern, that is, one-way 
communication in the teaching process. On the other hand,. 
individual and small group teaching arrangements provide 
more opportunities for interaction between trainer and 
trainees. Nevertheless, trainers in a "participating" 
climate turned out to prefer large group arrangements for 
training. 
A similar contradiction was found in level of informal 
instruction and training time. When "participating" climate 
was considered, the level of informal instruction had a 
positive, predictive relationship to the trainer's 
preference for large group teaching arrangements. Those 
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trainers with more experiences of informal learning 
activities such as workshop, seminar, conference, etc., 
turned out to prefer using large group teaching arrangements 
in implementing training. This means that trainers with 
more experiences in informal educational activities, who are 
working in a "participating" climate, do not necessarily 
seek an andragogical mode of teaching arrangements. In 
order to develop a better understanding of why they prefer 
large group teaching arrangements in the practice of 
training, additional studies need to examine the nature of 
trainers' informal learning activities, and the impact of 
other organizational requirements over the trainer's 
managing behaviors related to training. 
After "participating" climate and level of informal 
instruction were considered, training time made an 
additional contribution to the prediction of the trainer's 
preference for large group teaching arrangements. It 
appears that large group teaching arrangements are more 
likely used in a situation where more training activities 
are required. 
Methods II; Teaching techniques 
Teaching/training techniques as methods for training 
are ways of delivering training contents by which trainers 
relate trainees to information or training contents to 
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accomplish training goals. Teaching techniques provide 
specific ways of transactional relationships between 
trainees, trainer, and learning resources, ways in which 
trainees deal with and grasp training content or 
information. Teaching techniques for training can be 
classified into: (1) information-receiving methods, (2) 
information-finding methods, (3) synthesizing methods, and 
(4) application methods. 
In brief, educational orientation was found to have a 
predictive relationship to a trainer's preference for 
synthesizing methods. Three combined variables had a 
predictive relationship to a trainer's preference for 
information-finding methods: these were adult teaching 
experience, training time, and "self-functioning" climate. 
None of the research variables had significant predictive 
relationships to information-receiving methods and 
application methods. Specific discussions on those methods 
are as follows: 
1. Information-receiving methods: 
Information-receiving techniques include lecture, 
demonstration, debate, panel, etc. Those methods are 
characterized by one-way communication from information 
source to audience, that is, trainees. Communication 
patterns are usually dominated by an information sender. 
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Therefore, not much interaction between trainer and trainees 
is expected. Since a recipient's input into the 
instructional process is minimal compared with other types 
of methods, information-receiving methods reflect a 
pedagogical mode of training practice, denoting transmission 
of information, knowledge, skills, etc., from an expert 
source to information receivers. 
Sixty-four percent of the trainers in this study used 
information-receiving methods frequently or most frequently 
in implementing training. Some trainers may use those 
methods frequently because they are familiar with them. And 
other trainers may use those methods often because some 
factors affect their decisions on selecting those methods. 
However, regression analysis did not identify any 
significant factors for a trainer's preferences of 
information-receiving methods. The result raises further 
research questions. Is a trainers' frequent use of those 
methods attributed to random fluctuation of sampling? Or 
are there any other deciding factors forced upon a trainer's 
decision on those methods? 
The research result also presents a contradictory view 
on the relationship between a trainer's educational 
orientation and the trainer's use of information-receiving 
methods. Since information-receiving methods denote a 
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pedagogical mode of teaching practice, it could be assumed 
that andragogical trainers may have less preference for 
information-receiving methods. However, this research did 
not show any significant relationship between educational 
orientation and information-receiving methods. This result 
challenges further research to examine this phenomenon. 
2. Information-finding methods: 
Information-finding methods include field trip or tour, 
group project, case study, etc. Those methods emphasize the 
learner's experience and observation of training content. 
In information-finding methods, learners/trainees' direct 
contact with, and understanding of training content are 
important. Specifically, a field trip provides trainees 
with an opportunity for direct observation and study. Group 
project methods provide first-hand information and practical 
experiences. And case study methods help trainees analyze 
and evaluate a particular event or situation with the help 
of trainers. All those methods emphasize a learner's 
initiative for finding information, once a training session 
is arranged. While information receiving methods assume 
one-way communication mainly from an expert source to 
information recipients, information-finding methods assume 
the learner's own responsibility for reaching learning 
outcomes. A trainer's role for information-finding methods 
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is more likely a facilitator of the training session, rather 
than a transmitter of information and knowledge. 
Information-finding methods require a great deal of a 
trainer's organization efforts. In addition, information-
finding methods require more time involvement in the 
teaching and learning process, compared with information-
receiving methods. Trainers, therefore, need to provide 
sufficient background information on training content and 
other learning resources so that participants can 
effectively gain access to information or information 
sources. 
Underlying assumptions for information-finding methods 
support an andragogical concept of a teaching-learning 
process focussing on the trainer as a facilitator and 
learner as his or her own director of learning. A majority 
of the trainers in this study were andragogical in their 
educational orientation. However, their use of information-
finding methods was not high, compared with information 
receiving methods. Eighty-five percent of the trainers used 
information-finding methods less frequently or least 
frequently. 
Regression analysis showed that several trainer 
variables were related to a trainer's preference for 
information-finding methods. Interestingly, a trainer's 
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learning about adult teaching had a negative, predictive 
relationship to information-finding methods. Those trainers 
with more learning about adult teaching had less preference 
for information-finding methods, while those with less 
learning about adult teaching had more preference for these 
methods. As mentioned above, information-finding methods 
require a great deal of a trainer's preparation and 
organization efforts. Therefore, it could be assumed that 
those trainers with more learning about adult teaching can 
more easily apply information-finding methods, if they feel 
competent in using those methods. However, the finding of 
this research showed a different result. Is it because 
those trainers with more learning about adult teaching 
realize that information-finding methods are time-consuming 
and more expensive than other types of methods? Or are they 
not familiar enough in using those methods, although they 
had more learning about adult teaching? Are there other 
variables that force trainers to choose other teaching 
methods? Although a trainer's learning about adult teaching 
had a limited predictive relationship to a trainer's 
preference for information-finding methods, the result is 
intriguing for further research. 
The variable "training time" also had a significant, 
negative relationship to a trainer's preference for 
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information-finding methods. Trainers with more training 
time assignment tended to have less preference for 
information-finding methods than those trainers with less 
training time. Since information-finding methods require a 
great deal of a trainer's organization efforts over time, 
those trainers with more training assignment may select less 
time-consuming methods. 
Although the variables, "learning about adult teaching" 
and "training time," each had limited predictive abilities 
for practical use, a combined effect of learning about adult 
teaching, training time, and "self-functioning" climate were 
more powerful in explaining a trainer's preference for 
information-finding methods than any single variables. 
Since "self-functioning" climate demands personal commitment 
such as demanding individual goal setting and permitting 
conflicting ideas (Brostrom, 1979), those trainers in a 
"self-functioning" climate, when adult teaching experiences 
and training time are considered, have greater preference 
for information-finding methods in implementing training. 
Since those three combined variables accounted for 19 
percent of the variance, leaving a large portion of the 
variance unexplained, further research needs to examine 
other, unexamined variables. 
3. Synthesizing methods: 
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Synthesizing methods help learners/trainees grasp 
training contents by relating them to one another in the 
training process. Question-answer, discussion, symposium, 
listening teams, small group tasks-discussion are included 
in this category. Such synthesizing methods provide 
trainees with direct opportunity to information sources. 
Trainees develop understandings of the training content 
through direct interaction with experts or fellow trainees. 
These methods emphasize the trainee's direct inquiry of 
information or training contents by relating learners 
directly to information sources. In order to effectively 
use those methods, trainers should be familiar with group 
facilitation processes. 
This study showed that over 70 percent of the trainers 
frequently used synthesizing methods in implementing 
training. Compared with other types of teaching methods, 
trainers tended to have high preference for synthesizing 
methods. A majority of trainers in this study were 
andragogical in educational orientation and they used 
synthesizing methods more frequently than other types of 
teaching methods. 
Regression analysis also supported that andragogical-
oriented trainers are more likely to use synthesizing 
methods in implementing training than pedagogical-oriented 
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trainers. An andragogical mode of training is characterized 
by trainer and trainees' shared responsibility over the 
teaching and learning process. In such an andragogical mode 
of training, a trainee's initiative for learning, and 
participation in a group interaction process are further 
facilitated by the trainer. The trainer serves as a 
facilitator of group process rather than a director of 
teaching. Therefore, synthesizing methods can be 
effectively used in an andragogical mode of training. In 
spite of such a possible explanation of educational 
orientation and synthesizing methods, it should be noted 
that educational orientation had a limited predictive 
ability accounting for 12 percent of the variance. Since a 
large portion of the variance is still unexplained in 
identifying deciding factors on synthesizing methods, 
further research needs to examine other, unexplained 
variables. 
4. Application methods: 
Application methods are designed to help trainees grasp 
information or training content by presenting a simulated or 
artificial representation of some aspect of an organization 
or industry. These methods require trainees to react to the 
training content as if it were the real thing. Such 
application methods include role playing, skit, simulations. 
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experiential-experimentation, etc. These methods provide 
trainees with actual practice of managerial roles or 
interpersonal relations with varying degrees of realism and 
can be designed to provide realistic training in decision 
making or interpersonal relations. 
Application methods have an advantage in that the 
activities of trainees closely resemble actions in real 
life, including negotiations, compromises, and decisions. 
In a training process using application methods, trainees 
can witness the results of the actions (Kozma et al., 1978). 
However, those methods can be too simplistic and can leave 
the trainees with an inaccurate view of reality, and in some 
cases, can become merely entertaining and artificial. 
This study showed that 50 percent of the trainers used 
application methods frequently or most frequently, whereas 
another 50 percent used those methods less frequently or 
least frequently. In order to identify deciding factors on 
a trainer's preference for application methods, regression 
analyses examined a trainer's educational background, 
educational orientation, educational philosophy, and 
organizational climate and expectations. The result 
indicated that none of the variables were significantly 
related to a trainer's preference for application methods. 
Even educational orientation did not show any significant 
relationship to application methods. The result, therefrom. 
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raises a further research question: then what are the 
deciding factors? Further research needs to examine other 
variables in identifying the deciding factors on a trainer's 
selection of application methods. 
Training procedures 
Trainers go through certain procedures in implementing 
training, and apply a variety of training methods in 
association with the procedural purpose of training. An 
overall process of training includes needs assessment, 
setting objectives, developing a training plan to get ready 
to do training, preparing learners for training, presenting 
information, arranging follow-up, and evaluating the 
training program and its outcomes. 
Once training needs are identified and training 
objectives, therewith, are set up, a trainer begins to 
organize programs and make some preparations for training. 
The focus of this preparatory work is on getting ready to do 
training. Activities for "getting ready to do trailing" 
include developing a time table, organizing and sequencing 
the training contents or information, getting equipment and 
facilities ready, etc. 
Once such preparations are made, then, a trainer needs 
to prepare learners/trainees for training. Activities for 
preparing learners include putting them at ease, finding out 
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what they know/do not know, arousing interest, etc. These 
activities usually begin with the actual training session; 
that is, teaching and learning activities. The purposes of 
these activities are to help both trainer and trainees 
create a favorable learning environment before information 
presentation. 
Following those activities, a trainer gets into the 
main subject matter of a training program. Activities for 
this stage of the training program is to present information 
or training content. Activities are usually managed by 
telling, showing, explaining, demonstrating, etc. Training 
methods for these activities are to relate trainees to 
training content. The purpose of training activities for 
this stage is to help trainees grasp training content or 
information. 
Once relevant information is presented to trainees, 
then, a trainer begins to have learners/trainees try out or 
apply subject matter. Activities for this stage include 
performing an operation, explaining key/major points for 
others, going through a process experientially, etc. The 
main purpose of these activities is to provide practice 
opportunities to trainees. 
With those processes of training completed, a trainer 
needs to provide follow-up sessions for training. 
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Activities for follow-up include having learners perform 
alone, either in practice or as a part of their work-job, 
encouraging questions, checking on how they are doing 
occasionally, etc. The main purposes of follow-up 
activities are to help trainees improve their job 
performance in the work setting by applying their learning 
to their job performance. 
This research showed that the trainer's emphasis on 
training procedures was fairly equally distributed over the 
whole process of training. A successful training program 
needs to orchestrate the whole process with appropriate 
teaching strategies. Some trainers may feel competent in 
managing a certain stage of the training process by applying 
training methods. Other trainers may feel more competent in 
managing different stages of the training process. 
This study identified several factors affecting a 
trainer's emphasis on training procedures. The goal of 
applying training methods to a certain stage of training 
process is to accomplish what the procedural purpose intends 
to achieve. Overall, four variables separately, or in 
combination, were found to have significant predictive 
relationships to a trainer's emphasis on training 
procedures. These are behaviorist orientation, humanist 
orientation, training time, and tenure. Specific 
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discussions on a trainer's emphasis on training procedures 
are as follows: 
1. "Getting ready to do training": 
A trainer's behaviorist orientation and training time, 
when considered separately, each were significantly 
predictive of a trainer's emphasis on "getting ready to do 
training" in applying training methods. Behaviorist-
oriented trainers tended to have more emphasis on this phase 
of the training process in applying training methods. In 
explaining the relationship between a trainer's behaviorist 
orientation and emphasis on preparatory work, a limitation 
should follow, since behaviorist orientation accounted for 
15 percent of the variance. Although training time was 
positively related to the trainer's emphasis on "getting 
ready to do training," training time accounted for only five 
percent of the variance. It means that a large portion of 
the variance is attributed to other, unexamined variables. 
A stepwise multiple regression analysis indicated a 
combined effect of behaviorist orientation and humanist 
orientation was more influential on a trainer's emphasis on 
"getting ready to do training." A combined effect of 
behaviorist orientation and humanist orientation accounted 
for 22 percent of the variance. As partialling 
(controlling) occurred in the stepwise process of multiple 
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regression analysis, the relationship between the dependent 
variable and humanist orientation increased. As a result, 
the inclusion of humanist orientation caused the exclusion 
of training time which was, as considered separately, 
statistically significant. 
The behaviorist orientation assumes that new behavior 
can be caused and shaped with well-designed structures 
around the learner. The strength of a behaviorist 
orientation was built upon the notion of "The Doctor" who 
makes careful preparations and everything arranged in 
advance (Brostrom, 1979). In that sense, the behaviorist-
oriented trainers are more likely to emphasize the process 
of "getting ready to do training," such as developing a time 
table, organizing and sequencing the training content or 
information, getting equipment and facilities ready, etc. 
The result of this study supports the behaviorist's emphasis 
on preparatory work in organizing training. 
A humanist orientation views learning as self-directed 
discovery and emphasizes a student-centered learning. The 
humanist orientation is built upon the holistic/sense 
perception of cognition, as the behaviorist orientation is. 
Although a behaviorist orientation is in contrast with a 
humanist orientation about the nature of human beings and 
learning, both perspectives share the same assumption in 
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terms of holistic/sense perception of cognition; people deal 
with wholes, not parts-intuitively, emotionally, physically, 
and they move spontaneously, "unpredictably," instinctively, 
unconsciously, nonlineally (right-brain activity) (Brostrom, 
1979). The shared assumption of behaviorists and humanists 
partly explains why these two combined variables had a 
significant, predictive relationship to a trainer's emphasis 
on "getting ready to do training" process in applying 
training methods. Both require a great deal of preparation 
for simultaneous application: one for how to control the 
learner and the other for how to get the learner to contol. 
Although both behaviorists and humanists emphasize 
holistic perception of cognition, it should be noted that 
those two approaches are basically in contrast. The 
contrast comes from their assumptions on human nature and 
learning. Behaviorists consider man to be a passive 
organism governed by stimuli from the external environment, 
Man can be manipulated, that is, his behavior controlled, 
through proper control of environmental stimuli (Milhollan & 
Forisha, 1972). On the other hand, humanists consider man 
to be the source of all acts. Man is essentially free to 
make choices in each situation. Although those two 
philosophical perspectives are in sharp contrast, trainers 
can integrate those different perspectives into their 
emphasis in organizing training. For instance, when a 
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trainer tries to change an employee's attitude about 
smoking, it may not be enough to just present a stimulus, 
that is, the fact that smoking is not good for a smoker's 
health as well as other's health. Presentation of fact as a 
stimulus is not enough to create a non-smoking work 
environment. It is a person himself or herself, who makes 
the final decision on a smoking habit. A trainer's humanist 
orientation will help the trainer consider psychological 
aspects of target employees in presenting the fact itself. 
That way, a trainer can more effectively manage the training 
session toward attainment of organizational goals. 
Both the finding of this study and the above example 
support that trainer competency development programs need to 
show how different philosophical perspectives can be 
integrated into training practices to improve effectiveness 
of training. 
The research finding also challenges further research 
to examine other variables which may have stronger 
relationships to a trainer's emphasis on "getting ready to 
do training" in applying training methods. 
2. "Preparing learner/trainer": 
Once a training session begins, a trainer should create 
an environment favorable for training, or at least warm up 
the initial learning environment so that trainees can feel 
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comfortable in the training session. It is essential for a 
trainer to help trainees feel comfortable, feel free to 
question, take risks, experiment, etc. In order to create 
such a learning environment, a trainer needs to put trainees 
at ease and arouse the trainees' interest in training 
content. At the same time, a trainer needs to find out what 
trainees know and do not know in relation to the content. 
Such information can be obtained before a training session; 
however, using simple worksheets, a trainer can organize a 
brief session to find out what trainees know and do not know 
about the training content. This session also helps 
trainees set up his or her own personal learning objectives, 
and later on evaluate what he or she learns in relation to 
personal expectations which are usually generated in the 
beginning of the training session. 
This research confirms that trainers apply training 
methods to prepare trainees in implementing training. A 
simple linear regression analysis showed that a trainer's 
training time assignment was negatively related to a 
trainer's emphasis on "preparing the learner." In spite of 
its statistical significance, training time had a limited 
predictive ability, since it accounted for 10 percent of the 
variance. However, a stepwise multiple regression analysis 
indicated that a combined effect of training time and tenure 
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was more powerful in explaining a trainer's emphasis on 
"preparing the learner." Those two combined variables 
accounted for 20 percent of the variance. When the 
partialling (controlling) occurred in the stepwise process 
of multiple regression analysis, the relationship between 
the dependent variable and tenure increased. As a result, 
the inclusion of tenure happened in the stepwise multiple 
regression procedure and resulted in an increased prediction 
ability. 
Both training time and tenure had a negative 
relationship to the prediction of a trainer's emphasis on 
"preparing the learner." That is, those trainers with less 
training time and less tenure tended to put more emphasis on 
"preparing learner." Those who are assigned more training 
time, may spend less time to prepare the learners in order 
to accomplish training objectives in a given time. On the 
other hand, those with little training assignment may also 
have a smaller workload related to training, and may be able 
to afford more time to spend for preparing the learners. 
Those with less tenure may, when training time is 
considered, put more efforts towards preparing the trainees; 
those with more tenure may approach training practice with 
more comfort and ease, and spend less time in preparing the 
learner. Those trainers with more tenure may have more 
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experiences in managing this session of training and feel 
like they know what is needed to be known. Consequently, 
they may feel confident in getting it across so they may not 
worry too much about finding out things about the learners. 
Additional research should follow to provide further 
explanation on the combined effect of training time and 
tenure on a trainer's emphasis on "preparing the learner." 
Except for training time and tenure, no other research 
variables turned out to have significant relationships to a 
trainer's emphasis on "preparing the learner." Even a 
trainer's andragogical attitude about adult teaching and 
humanist orientation did not show any significant 
relationships to "preparing the learner." According to 
Knowles (1970, 1975), an andragogical mode of training 
starts with setting up a warm climate with mutual respect 
between trainer and trainees, and among trainees. A 
trainer's emphasis on preparatory work helps develop such a 
learning climate. And a humanist assumption on education 
also demands setting up such a climate of mutual respect, 
warmness, trust, etc. Such a climate is not just a given in 
a training session. Instead, a great deal of a trainer's 
work is required to develop such a climate. Therefore, in 
order to create such a climate, a trainer's emphasis on 
"preparing the learner and trainer himself or herself" is 
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demanding. Nevertheless, the finding of this research did 
not show any significant relationships of educational , 
orientation and humanist orientation to a trainer's emphasis 
on "preparing the learner." The result suggests further 
research needs to study educational orientation and humanist 
orientation along with other variables in order to develop a 
better understanding of a trainer's emphasis on "preparing 
the learner." 
3. "Presenting information": 
Information presentation belongs to a major part of 
most training programs. Trainers present information or 
training content using a blend of teaching methods. 
Teaching behaviors for information presentation include 
telling, showing, explaining, demonstrating, etc. The main 
purpose of presenting information is to relate trainees to 
training content so that trainers can quickly grasp the 
training content for application. 
In order to identify deciding factors on a trainer's 
emphasis on "presenting information," this study examined 
trainer's educational background, educational orientation, 
educational philosophy, and organizational climate and 
expectations. The result indicated that none of those 
variables were significantly related to a trainer's emphasis 
on "presenting information." One of the ways to explore a 
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trainer's emphasis on information presentation is to examine 
variables in association with training objectives and 
content. 
4. "Having learners try out or apply subject matter": 
Once a trainer has presented training content or 
information to trainees, trainers need to provide trainees 
with opportunities for practice. The purpose of training in 
general is to help trainees improve their job performance at 
work. Therefore, it is essential for trainees to have 
practice sessions in order to try out or apply subject 
matter in certain situations. Such practice sessions help 
trainees develop their competencies in applying subject 
matter. 
In order to identify deciding factors on a trainer's 
emphasis on that procedural purpose in applying training 
methods, this study examined the trainers' educational 
backgrounds, educational orientations, educational 
philosophies, and organizational climate and expectations. 
Among those variables, only a trainer's tenure was 
significantly related to a trainer's emphasis on practice 
sessions in applying training methods. That is, trainers 
with more training experiences tended to emphasize practice 
sessions such as "having learners try out or apply subject 
matter." Those trainers with more experiences in training 
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may value practice sessions more than those trainers with 
less experiences in training. Although such an explanation 
on tenure and practice session is possible, the result of 
this study is not overly supportive of it. Tenure accounted 
for only six percent of the variance leaving a large portion 
of the variance unexplained. Therefore, further research 
needs to explore other, unexamined variables. 
An andragogical mode of training puts more emphasis on 
experiential techniques, whereas a pedagogical mode of 
training depends heavily on transmittal techniques (Knowles, 
1975). Therefore, it could be assumed that andragogical-
oriented trainers might put more emphasis on "having 
trainers try out or apply subject matter" than pedagogical-
oriented trainers. However, the result of this study did 
not show any significant relationship between a trainer's 
educational orientation and emphasis on practice of subject 
matter. 
As far as a training process is concerned, the 
functionalist orientation emphasizes problem-solving, 
simulation, hands-on experiences and reality-based 
consequences. And a functionalist-oriented training process 
is more likely to be task-oriented (Brostrom, 1979). 
Trainers with a functionalist orientation may put more 
emphasis on practice sessions in implementing training. 
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However, the result of this study did not find any 
significant relationship between functionalist orientation 
and emphasis oh practice session of training in applying 
training methods. 
5. "Following-up"; 
In implementing training, a trainer's follow-up 
activities include having trainees perform alone, either in 
practice or as a part of their work-job, encouraging 
questions, checking on how they are doing occasionally, etc. 
Following-up is a continuation of a trainer's training 
efforts from the actual training session to the real job 
performance at work. Since one of the major goals for 
training is to improve the trainees' job performance at 
work, training outcomes can be measured by the trainees' job 
performance after the training session. In order to 
effectively assist trainees to apply their learning in 
training to real work settings, trainers need to monitor 
trainees' work performance as much as possible. Through 
that process, trainers can further assist trainees to relate 
their learning to their job performance when further 
questions arise. Trainers can also feedback their 
observation about the trainees' performance to their next 
training session. 
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In order to identify deciding factors on a trainer's 
emphasis on "following up" sessions of training in applying 
training methods, this study examined a trainer's 
educational background, educational orientation, educational 
philosophy, and organizational climate and expectations. 
The result did not identify any deciding factors from the 
research variables. Although private, self-employed 
training consultants may not have much to do after training 
sessions, corporate training consultants have more close 
contacts with their work settings in organizations. When 
the corporate trainers carry out the role of an internal 
training consultant, they are expected to assist trainees at 
work even after the training sessions. However, this 
research did not show any significant differences in a 
trainer's emphasis on "following up" between private 
training consultants and corporate training consultants. In 
addition, a majority of trainers spent little time in 
following up. The result raises further questions on this 
matter. Then what are deciding factors? Is it dependent on 
an organization's training policies, or are there some other 
deciding factors which influence trainer emphasis on 
"following up"? Or are there any inhibitive factors of 
"following up" when trainers desire to organize follow-up 
sessions for training? Those questions still remain 
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unanswered. Therefore, further research needs to explore 
other, unexamined factors in identifying trainer's emphasis 
on "following up." 
Educational orientation and educational philosophy 
Trainers are in the field of a teaching profession. 
However, the trainers themselves are also learners for their 
own learning, not only to improve their teaching practices 
but also to pursue their personal learning interests outside 
their teaching profession. Andragogical-oriented learners 
are viewed to be self-directed and internally driven in 
terms of locus of control (Rao, 1985), whereas pedagogical-
oriented learners are viewed to be fundamentally dependent 
on the instructor for direction in learning and externally 
driven. 
Both humanist- and functionalist-oriented learners are 
assumed to prefer independence, autonomy, and the chance to 
control their own destinies; they are internally directed in 
locus of control (Brostrom, 1979). On the other hand, both 
behaviorist- and structuralist-oriented learners are assumed 
to respond to forces around them; they prefer guidance from 
others or the environment; they are externally directed in 
locus of control (Brostrom, 1979). 
In this research, humanist- and functionalist-oriented 
trainers were significantly more andragogical in their 
225 
educational orientation than behaviorist- and structuralist-
oriented trainers. In other words, those who leaned towards 
an internal locus of control were more andragogical than 
those with an external locus of control. This finding also 
supports Knowles' (1970, 1975) assumption about andragogical 
and pedagogical learners. According to Knowles, 
andragogical learners assume full control and responsibility 
over their learning practices, whereas pedagogical learners 
are more likely to depend on the teacher's guidance in an 
instructional process. 
Educational orientation and participation in informal 
education 
Knowles' (1970, 1975) conceptualization of andragogy 
has suggested that andragogical learners/trainers are self-
directed in their learning activities. Earlier studies 
(Lee, 1985; Hall-Johnsen, 1985) have shown that self-
directed learners are more active in informal learning 
activities. 
This research indicated that there were no significant 
differences in educational orientation by level of informal 
learning activities. The finding of this study seemed to be 
in conflict with prior studies mentioned above. The 
distribution of trainers' educational orientation scores, 
however, implies why the conflicting results occurred. The 
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mean score of the trainer's educational orientation in this 
study was 119 with the standard deviation of 17.67: scores 
over 108 meant andragogical-orientation and scores below 108 
meant pedagogical-orientation. Eighty-five percent of the 
trainers were andragogical-oriented, while 13 percent were 
pedagogical-oriented. Since the majority of the trainers 
were andragogical-oriented, the sample was not sufficient to 
examine the relationship between educational orientation and 
level of informal learning activities. As a result, the 
significant differences might not be detected in the 
hypothesis test. 
In order to validate prior studies and get a clear 
picture of a trainer's educational orientation and level of 
informal learning activities, further research needs to be 
done on the samples that spread over an andragogy-pedagogy 
continuum. 
Educational orientation and tenure 
This research found no significant differences in 
educational orientation by tenure. The finding supported 
the prior studies which showed no significant length-of-
teaching-related differences among university instructors 
with regard to their educational orientations (Grubbs, 
1981). In order to validate this finding, further research 
needs to examine the relationship between tenure and 
educational orientation over different populations. 
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Conclusion 
This research assumed that a trainer's managing 
behaviors for training were contingent upon a variety of 
variables such as educational background, educational 
orientation (e.g., andragogy vs pedagogy), educational 
philosophy, and organizational climate and expectations. 
The results partially support the assumption, showing that 
some of those variables were related to a trainer's 
preference for training methods such as teaching 
arrangements and teaching techniques, and emphasis on 
training procedures in applying training methods. 
Teaching arrangements are organizational patterns for 
training, which include: (1) individual, (2) small group, 
and (3) large group arrangements. Climate factors were more 
visible than any other trainer variables for a trainer's 
preference for teaching arrangements. A combined effect of 
variables on large group teaching arrangements was more 
powerful in explaining a trainer's preference for large 
group arrangements. Three combined variables, 
"participating" climate, level of informal instruction, and 
training time, had a significant, predictive relationship to 
large group arrangements, accounting for 30 percent of the 
variation. "Ambiguous" climate was at least statistically 
predictive of a trainer's preference for small group 
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teaching arrangements, accounting for seven percent of the 
variation. Due to a large portion of unexplained variation, 
"ambiguous" climate needs to be further examined. This 
research did not identify significant factors affecting a 
trainer's preference for individual teaching arrangements. 
Teaching/training techniques as methods for training 
are ways of relating trainees to training content or 
information. Training techniques are categorized into: (1) 
information-receiving methods, (2) information-finding 
methods, (3) synthesizing methods, and (4) application 
methods. A combined effect of variables was more visible 
than any single variable in explaining a trainer's 
preference of information-finding methods. The three 
combined variables of learning on adult teaching, training 
time and "self-functioning" climate were predictive of 
information-finding methods, accounting for 19 percent of 
the variation. The variables, "learning about adult 
teaching," and "training time" were negatively related to 
training methods, whereas "self-functioning" climate was 
positively related to the methods. Educational orientation 
was found to have a predictive relationship to a trainer's 
preference of synthesizing methods, accounting for 12 
percent of the variation. None of the research variables 
had significant, predictive relationships to a trainer's 
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preferences of information-receiving methods and application 
methods. 
Training procedures are categorized into: (1) "getting 
ready to do training," (2) "preparing the learner," (3) 
"presenting information," (4) "having learners try out 
subject matter," and (5) "following up." Regarding a 
trainer's emphasis on training procedures in applying 
training methods, a combined effect was found for "getting 
ready to do training" and "preparing the learner." A 
combination of behaviorist orientation and humanist 
orientation were predictive of a trainer's emphasis on 
"getting ready to do training," accounting for 22 percent of 
the variation. Two combined variables of training time and 
tenure were predictive of a trainer's emphasis on "preparing 
the learner." accounting for 20 percent of the variation. 
Both variables were negatively related to "preparing the 
learner." Regarding a trainer's emphasis on "having 
learner's try out subject matter," tenure was a 
statistically significant factor, accounting for six percent 
of the variation. Due to a large portion of unexplained 
variation, additional research needs to further examine the 
hypothetical relationship between tenure and training 
procedure for "having learners try out subject matter," As 
for a trainer's emphasis on "presenting information" and 
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"following up," none of the research variables were 
significantly predictive. 
This research identified some deciding factors 
affecting a trainer's preferences of teaching arrangements 
and teaching/training techniques, and emphasis on training 
procedures. Those factors are somehow applicable for 
developing adult education programs for trainers and would-
be trainers. By helping trainers and would-be trainers get 
familiar with those factors, adult education programs can 
assist them in developing training competency for managing 
their training programs. However, the findings of this 
research are not definite and conclusive enough to draw a 
clear picture of deciding factors for a trainer's 
preferences among teaching arrangements and teaching 
techniques, and emphasis on training procedures. And many 
research questions are still unanswered. 
Additionally, this study showed that humanist- and 
functionalist-oriented trainers were more andragogical in 
educational orientation than behaviorist- and structuralist-
oriented trainers. This finding supports Knowles's 
conceptualization of andragogy, showing that trainers, who 
prefer independence and autonomy with internal locus of 
control, are more andragogical than those trainers who 
prefer guidance from others with external locus of control. 
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There were, however, no significant differences in 
educational orientation by level of informal instruction and 
tenure. 
Implications for Training and Development 
This study assumed that a trainer's managing behaviors 
in facilitating training programs would be contingent upon a 
variety of trainer variables, and organizational context 
such as climate and expectations. The literature review 
implied that a trainer's preferences of training methods, 
and emphasis on certain training processes might be related 
to several variables such as educational background, 
educational orientation, educational philosophy, and 
organizational climate and expectations. 
The findings revealed that some of those variables, 
when considered separately, were significantly related to a 
trainer's training practices. Further, some of those 
variables were found to have a combined effect on a 
trainer's preference for training methods to be used in 
implementing training, and a trainer's emphasis on certain 
procedural aspects of training in applying training methods. 
Climate variables were intriguing in identifying a 
trainer's preference for training methods. Although those 
variables had limited predictive relationships, they were 
232 
significantly predictive of a trainer's selection of 
training methods such as teaching arrangements. Studies on 
organizational climate have suggested that the concept of 
organizational climate serves as a powerful predictor of a 
wide variety of individual and organizational measures of 
performance. The organizational climate may be related to 
effectiveness and efficiency of training programs by 
imposing itself on a trainer's decisions on selection of 
teaching arrangements. A trainer's right selection of the 
right teaching arrangement in the right organizational 
context will help the trainer produce more productive 
outcomes of training programs. For right decision-making on 
appropriate teaching arrangements, trainers and other 
training-related personnel in business and industry need to 
know how organizational context is related to organizational 
behaviors. Knowledge on organizational climate and 
organizational behavior will help them develop better 
understandings of how a trainer's managing behaviors are 
related to organizational context. 
In order to help both self-employed and organization-
employed trainers develop a further understanding of 
organizational climate, training-related adult education 
programs such as workshops, seminars, and conferences need 
to provide knowledge and recent theory development of 
organizational climate and its relationship to 
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organizational performance. Further, adult education 
programs in higher education also need to emphasize 
organizational theories and organizational behavior so that 
trainers and would-be trainers can be better equipped with 
sound theoretical bases on the relevance of organizational 
context to training practices. 
At the early stage of this study, a trainer's 
educational orientation about principles of adult teaching 
(e.g., andragogy vs pedagogy) and educational philosophy 
were assumed to have impact upon the trainer's decisions on 
teaching arrangements. The findings of this study supported 
that trainers who were working with adult learners/trainees 
tended to be andragogical. However, the findings revealed 
no significant relationships between a trainers educational 
orientation and selection of teaching arrangements. The 
result implies that knowing and understanding of adult 
teaching principles may not be, necessarily, deciding 
factors for application. It means that attainment of 
knowledge itself is not enough for applying knowledge in 
specific organizational contexts where training takes place. 
Therefore, adult education programs for trainers need to pay 
attention to application of training methods as well as 
obtainment of knowledge. 
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Sixty-four percent of the trainers frequently used 
information-receiving methods such as lectures, 
demonstration, panel, etc. Those methods reflect a 
pedagogical mode of training practice, denoting the 
transmission of information, knowledge, skills, etc. In 
contrast to a trainer's frequent use of information-
receiving methods, application methods were not used that 
highly. Application methods such as role playing, 
simulations, experiential-experimentations, etc., involve 
learners in active participation. The findings of this 
study showed that none of the research variables were 
significantly related to a trainer's preference for 
information receiving methods and application methods. A 
majority of trainers in this study were andragogical in 
their educational orientation. Although a trainer's 
educational orientation was not significantly related to the 
trainer's use of information-receiving methods and 
application methods, trainers were found to frequently use 
information-receiving methods and less frequently apply 
application methods in their training programs. The result 
raises intriguing questions for further research. Is this 
distribution of a trainer's use of teaching methods 
attributed to random fluctuation of sampling? Or do any 
intervening variables exist? This intriguing difference 
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between educational orientation and selection of those 
methods needs to be further examined. 
The negative relationship of a trainer's learning 
activities focusing on adult teaching, and training time 
assignment to information-receiving methods suggested that 
trainers with more involvement in learning on adult teaching 
and more training assignment tended not to prefer a use of 
information-finding methods. Information-finding methods 
include field trip/tour, case study, project experiences, 
etc. Those methods are time-consuming, and require a great 
deal of organization in implementing training. Since those 
methods provide first-hand information and practical 
experience, the methods can be effectively used along with 
other types of on the-job-training methods. A trainer's job 
performance can be a learning experience for better 
performance in the future. Some information-finding 
methods, such as case study and project experience, can be 
used in a form of on-the-job training. That way, those 
methods can be used more economically. 
Seventy percent of the trainers reported that they 
frequently use synthesizing methods such as question-answer, 
discussion, symposium, listening teams, small group tasks-
discussion, etc. Those methods can be best used with 
trainers working as facilitators of training programs, 
rather than transmitters of knowledge. This research showed 
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that a trainer's andragogical orientation was significantly 
related to the trainer's use of those methods. Trainers in 
this study tended to use small group teaching arrangements 
more than large group teaching arrangements. Andragogical 
trainers working in small group teaching arrangements are 
more likely to effectively use those methods. Since those 
methods involve a great deal of interaction between trainer 
and trainees, and among trainees, a trainer's understanding 
of group dynamics will be helpful for effective use of 
synthesizing methods. 
A trainer's selection of training methods are dependent 
upon training objectives, content, organizational and 
learning.environment, and trainee variables such as their 
entry level knowledge, time, cost, and learning outcomes, 
etc. However, without a trainer's deep understanding of 
training methods and competency of using those methods, a 
trainer's selection of training methods may not necessarily 
ensure effective use of those methods. Therefore, trainers 
should continue to develop background knowledge underlying 
training methods, and refine their capabilities of applying 
methods in practice. Therefore, adult education programs 
for trainers need to emphasize practical applications of 
training methods as well as knowledge on underlying 
theories. 
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This research identified some variables that are 
related to a trainer's preferences of training methods. 
With certain preferences of training methods, trainers tend 
to use a blend of different training methods in implementing 
training programs. Selection of training methods is not a 
matter of whether trainers should proceed with either 
andragogical methods only or pedagogical methods only. 
Instead, trainers should consider how a blend of those 
different methods can best aid in improving their particular 
training programs in a specific context. In order to make 
effective decisions on training methods, trainers should 
know which trainer variables are closely related to their 
preferences of certain methods, and have background 
knowledge on each training method. 
A trainer's selection of training methods should also 
consider procedural aspects of training programs. This 
research identified that a trainer's behaviorist- and 
humanist-orientations, training time assignment, and tenure 
were significantly related to a trainer's emphasis on 
certain procedural aspects of training. Which stage of 
training process should be emphasized depends upon 
learners/trainees, outcomes, and environment along with 
trainer variables identified in this study. It should be 
remembered that there is no single panacea type of training 
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method for every training program. Instead, trainers should 
consider training methods in association with a specific 
context in which they can best assist trainees to accomplish 
training objectives. In addition, educational programs for 
both trainers and trainees should help them get familiar 
with basic concepts of training methods and practical 
applications of those methods in a variety of procedural and 
organizational contexts. 
Private corporations, which employ their own trainers, 
also need to encourage and support trainer's continuing 
pursuit of educational opportunities so that they can refine 
their competency in managing training programs. A better 
trainer will produce more effective training programs, which 
will, in turn, bring out better outcomes toward attainment 
of organizational goals. 
Recommendations for Further Research 
This study was an exploratory effort to develop an 
understanding of deciding factors of a trainer's preference 
for training methods in implementing training, and a 
trainer's emphasis on training procedures. Based on the 
findings of the study, some recommendations are made for 
further research. 
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1. This study showed that organizational climate took 
precedence in facilitating a trainer's selection of training 
methods. Organizational climate is a contextual environment 
where trainers are working and practicing training programs. 
Studies on organizational climate have accumulated a great 
deal of empirical data which show relationships between 
organizational climate and organizational behavior. A 
trainer's organizational behavior can be operationalized 
into his or her behavior in terms of training. Integrating 
prior findings and this study result, further research needs 
to examine a trainer's organizational behavior in a more 
specific organizational context in order to generate more 
accurate data on a trainer's preferences of training 
methods. 
2. Discrepancies between a trainer's educational 
orientation and his or her selection of training methods 
were intriguing. Further research needs to examine such 
discrepancies to identify which variables facilitate 
matching or mismatching of a trainer's orientation and 
training methods. Identifying those variables will help 
improve understandings of why knowing and understanding do 
not necessarily lead to application in real situations. 
3. This research identified several variables related 
to a trainer's preference for training methods, and emphasis 
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on training procedures. However, a large portion of the 
variance was still unexplained. The sample size of this 
research might have left a large portion of the variance 
unexplained. Therefore, follow-up studies need to increase 
the sample size. In addition, further research needs to 
explore other, unexamined variables which may be 
significantly related to training methods and procedures. 
4. This study examined training methods in terms of 
broad categories. Based on the findings of this research, 
further research needs to examine why trainers select 
specific training methods, not the category of training 
methods. 
5. This study did not include training objectives, 
content, trainees, etc., in examining a trainer's 
preferences of training methods. The research question here 
was to investigate a general picture of deciding factors of 
training methods. However, specific training methods can 
not be decided without considering training objectives, 
contents, trainees, etc. Further research needs to examine 
a combined effect of a trainer's orientation and 
organizational context in association with these variables. 
6. This research implied that a combined effect of 
trainer variables and organizational context was more 
powerful in explaining a trainer's managing behaviors than 
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individual effects of any single variable. Therefore, 
further research needs to employ a multi-variable approach 
to identifying deciding factors of a trainer's selection of 
training methods. 
7, Refinement of the survey instrument for future use 
seems demanding. Three areas where refinement may be 
considered are: (a) organizational climate, (b) 
philosophical orientation, and (c) training methods. 
Organizational climate should be differentiated from 
psychological climate. Recent studies on organizational 
climate tend to differentiate between organizational climate 
and psychological climate, both of which are considered as a 
concept of organizational climate. 
Further studies need to reexamine a trainer's 
philosophical orientation to develop a more accurate 
construct and measurement. The questionnaire of this study 
adapted a few selected items from an existing questionnaire. 
Refinement of a measurement of philosophical orientations 
needs to include training-related items as well as broad 
principles and values in education. 
Questionnaire items on training methods need to examine 
methods in association with specific training contexts. 
When trainers make decisions on training methods, they must 
have considered specific training objectives, content, and 
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trainees. Therefore, further refinement of a training-
method questionnaire need to include contextual variables in 
examining training methods. 
8. Another intriguing area for further research would 
be adult educators who provide programs for trainers. This 
research implied that knowing and understanding might not 
necessarily lead to application of those methods. 
Therefore, further research needs to examine how adult 
educators teach concepts of training methods and how they 
help participating trainers/learners practice those methods 
to develop competency in using training methods. 
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1. Thank you again for helping in thla reaearch effort by completing 
this Educational Procedures Inventory. 
2. The inventory is organized into four sections.' Each section, 
has a particular focus. It is important, therefore, that 
you complete all sections. 
PART I - Background Information 
The following items request some information about you and your 
training role. 
1. Which of the following statements be^ describes you as a 
trainer-consultant? Please check (vO onei 
I do training for a variety of different organizations 
(e.g., private, self-employed consultant/trainer) 
_______ I do training within a specific organization with which 
I am employed (e.g. corporate trainer/consultant) 
2. Please Identify the type of organization with which you are 
employed, (e.g. service and kind of service, manufacturing 
and what products, retail outlet and what products, etc. ) 
3. How long have you been involved in your present training role? 
a. Less than 3 years 
b. 3 to 5 years 
c. 6 to 10 years 
d. 11-15 years 
e. 16 or more years 
4. How much of your job is supposed to be directed towards training? 
(Include planning, needs assessment and other activities not 
necessarily done during the acts of teaching.) 
a. less than 25% 
b. 25% to 50% 
c. 51% to 75% 
d. 76% to 100% 
5. How much formal instruction in education (e.g. history, philosophy, 
methods, etc.) do you have? 
a. None 
b. Less than 10 undergraduate credits 
c. Major area as an undergraduate (10+ credits) 
d. Less than 10 graduate credits 
e. Major area as a graduate student (10+ credits) 
6. How much informal instruction in éducation do you have? 
a. None 259 
b. 1 to 4 workshops» seminars, lectures• etc. 
c. 5-10 workshops, seminars, lectures, etc. 
d. 10+ workshops, seminars, lectures, etc. 
7. How much of these formal and/or informal educational experiences 
have been about teaching adults? 
a. N/A (haven't had any of these kinds of experiences) 
b. All of them 
c. Most of them 
d. About half of them 
e. A few of them 
f. None of them 
8. What percentages of the training you do take place in each of the 
following types of arrangements? (Please note from 0 to 100% 
for each. The total for all 3 should equal 100%.) 
a. Individuals (one On one, or less than 10) 
b. Small groups (approximately 10-25) 
c. Large groups (over 25) 
9. Please rank the following kinds of training methods according 
to how frequently you use them in your training programs. The 
rankings should be from 1 • most frequently used, to 4 " least 
frequently used. Please, no ties, even though you may use all 
of them quite frequently. 
a. Information receiving (lecture, demonstration, debate, 
panel, etc.) 
b. Information finding (e.g. field trip/tour, case study, 
project experience, etc.) 
c. Synthesizing (e.g. question-answer, discussion, symposium, 
listening teams, small group tasks-discussion, etc.) 
d. Application (e.g. role playing, skit, simulations, 
experiential-experimentation, etc.) 
10. What percentages of your training methods are directed towards 
each of the following purposes? (The total for all 5 should 
equal 100%) 
a. Getting ready to do training (e.g. developing a time table, 
organizing-sequencing the training content or information, 
getting equipment and facilities ready, etc.) 
b. Preparing the Iearner(trainer) (e.g. putting at ease, 
finding out what they know/do not know, arousing interest,etc.) 
c. Presenting information (e.g. telling, showing, explaining, 
demonstrating, etc.) 
d. Having leamers(participants) try out or apply subject 
matter (e.g. perform an operation, explaining key/major points 
for others, go through a process experientially, etc.) 
e. Following up (e.g. have learners perform alone, either in 
practice or as a part of their work-Job, encourage questions, 
check on how they are doing occasionally, etc.) 
PART ZI - Procedural Information 
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These items allow you to describe your preferences about activities 
and ideas related to your training procedures. 
Inatmceionet For each of the following phrases, rate the four response 
statements in the order that completes the phras# to your best 
satisfaction. Give your moat favored statement a rating of 4; your 
next favored, 3; your next, 2; and your laast favored statement, 
a rating of 1. Place your rating for each response in the space to 
the left of that response. 
Please note: Not every situation is the same and sometimes you may 
deviate in how you approach them. Please respond according to your 
most to least preference, or how you react most of the time. 
1. In planning training, I am most likely to 
a. survey the problem and develop valid exercises based on my 
findings. 
b. begin with a lesson plan - specify what I want to teach, when, 
and how. 
c. pinpoint the results I want and construct a program that will 
almost run itself. 
d. consider the areas of greatest concern to the participants -
and plan to deal with them regardless of what they may be. 
2. The purpose of training should be 
a. to develop the participants' competency and mastery of specific 
skills. 
b. to transfer needed information to the trainee in the most 
efficient way. 
c. To establish the trainee's capacity to solve his or her own 
problems. 
d. to facilitate certain insights on the part of the participants. 
3. Decisions on what to be covered in an educational event 
a. must be based on careful analysis of the task beforehand. 
b. should be made as the learning progresses and the 
participants show their innate interests and abilities. 
c. should be mutually derived, by the trainee and trainer. 
d. are based on what participants now know and must know at the 
conclusion of the event. 
4. In the end, if participants have not learned, 
a. the trainer has not taught. 
b. they should repeat the experience. 
c. maybe it was not worth learning. 
d. it may be unfortunate, but not everyone can succeed at 
all tasks. 
5. To what extent do you believe your answers to the preceding 
4 items reflect your organizations' views of your role as a trainer, or 
if self-employed, the views.of the organizations for which you do 
training? (Please check (W one of the following.) 
a. Not at all 
b. A little reflective 
c. Moderately reflective 
d. Mostly reflective 
e. Totally reflective 
PART III - Organizational Expe 261 Si 
In this section you will describe your organizations' view of your 
role as a trainer. If you are self-employed, please respond according 
to how you believe the organizations you do training for view your 
role as a trainer. 
On the scales between each pair of the following items, please place 
an X on the number which seems most appropriate to you. For example: 
HOW DESCRIPTIVE 
Very Moder- Some- Not Some- Moder- Very 
ately what what ately 
Clear 4 3 2 1 2 ^9^ 4 Foggy 
The closer you place an to either word, the more that word is seen 
by you to be descriptive of your organizations' expectations of you 
and your colleagues. That is, a 4 means very descriptive, a 3 means 
moderately descriptive, a 2 somewhat descriptive and a 1 means not 
descriptive. 
Please respond to each pair of items with this statement as a referent: 
If I were forced to choose, I would say the organization(s) I work for 
expects me and my colleagues to (be): 
HOW DESCRIPTIVE 
V M S_ N £ M V 
Animated 4 3 2 1 2 3 4 Passive 
Take Charge 4 3 2 1 2 3 4 Go Along 
Assertive 4 3 2 1 2 3 4 Hesitant 
Challenging 4 3 2 1 2 3 4 Accepting 
Active 4 3 2 1 2 3 4 Thoughtful 
Confronting 4 3 2 1 2 3 4 Supporting 
Talkative 4 3 2 1 2 3 4 Quiet 
Bold 4 3 2 1 2 3 4 Retiring 
Intense 4 3 2 1 2 3 4 Relaxed 
Forceful 4 3 2 1 2 3 4 Subtle 
Flamboyant 4 3 2 I 2 3 4 Proper 
Spontaneous 4 3 2 1 2 3 4 Disciplined 
Responsive 4 3 2 1 2 3 4 Self Controlled 
Impulsive 4 3 2 1 2 3 4 Methodical 
Close 4 3 2 1 2 3 4 Distant 
Feeling 4 3 2 1 2 3 4 Thinking 
People Oriented 4 3 2 1 2 3 4 Task Oriented 
Outgoing 4 3 2 1 2 3 4 Reserved 
Dramatic 4 3 2 1 2 3 4 Matter of fact 
Warm 4 3 2 1 2 3 4 Cool 
PART IV - Educational Orientation! 262 
This section allows you to express some of your convictions about education, 
teaching and learning. 
Following Is a series of statements that have been carefully selected 
to include several aspects of education. 
For each statement, please put an "X" in one of the five spaces following 
that statement. Choose the response that best reflects how strongly 
you agree or disagree with the statement. The five positions from 
which to choose are: 
SA - I strongly agree with this statement 
A - I agree with this statement 
U - I'm too uncertain about this statement to agree or disagree 
D - I disagree with this statement 
SD - I strongly disagree with this statement 
SA A U D ^ 
1. Training effectiveness should be ()()()()() 
measured primarily by the trainer's 
ability to facilitate increases in 
participants' examinations of their 
own feelings, attitudes, and behaviors. 
2. Participants need a strong trainer ( )( )( )( )( ) 
who can direct their learning. 
3. Learning is primarily an intellectual ( )( )( )( )( ) 
process of understanding ideas 
(concepts) and acquiring skills. 
4. Effective learning occurs most often ( )( )( )( )( ) 
when participants play an active role 
in deciding what is Co be learned 
and how. 
5. Assessing knowledge gains regularly, ( )( )( )( )( ) 
motivates participants to leam. 
6. It should be the trainer's ( )( )( )( )( ) 
responsibility to evaluate 
participants' achievements. 
7. One of the most important sources of ()()()()() 
ideas for improving training are the 
participants. 
8. Competition among trainees promotes ( )( )( )( )( ) 
more effective learning. 
SA - I strongly agree with thii soent. 
A - I agree with this statement 
U - I'm too uncertain about this statement to agree or disagree 
D - I disagree with this statement 
SD - I strongly disagree with this statement 
SA A U D SD 
9. A trainer's behavior should ( )( )( )( )( } 
demonstrate that participant 
abilities and experiences are 
respected and valued. 
10. A trainer should lead participants ( )( )( )( )( ) 
to accept the values of the 
organization. 
11. It is the trainer's responsibility ( )( )( )( )( ) 
to motivate participants to learn 
what they ought to learn. 
12. Clear explanation by the trainer ( )( )( )( )( ) 
is essential for effective learning. 
13. A trainer's primary responsibility ( )( )( )( )( ) 
is helping participants choose 
and develop their own directions 
for learning. 
14. A good trainer makes the decisions ( )( )( )( )( ) 
about what should be taught, when, 
and how. 
15. Emphasizing efficiency In teaching ( )( )( )( )( ) 
often blocks development of an 
effective learning climate. 
16. Evaluating achievement should be ()()()()() 
primarily a responsibility of the 
participant. 
17. A trainer should be sure their ( }( )( )( )( ) 
questions lead trainees towards 
judgements generally accepted as 
true. 
18. Educational objectives should define ( )( )(')( )( ) 
changes In behavior which the 
participant desires and the trainer 
helps the participants undertake. 
SA - I strongly agree with this eaent 
A - I agree with this statement 
U - I'm too uncertain about this statement to agree or disagree 
D - I disagree with this statement 
SD - I strongly disagree with this statement 
SA A U D SD 
19. Participants are quite competent ( )( )( )( )( ) 
to choose and carry out their own 
projects for learning. 
20. A trainer should help participants ( )( )( )( )( ) 
free themselves of fixed habits 
and patterns of thought which 
block their growth. 
21. The major qualifications of a ()()()()() 
trainer are grasp.of subject 
matter, and ability to 
explain (demonstrate) it clearly 
and interestingly. 
22. It is better for participants to ()()()(}() 
create their own learning activities 
and materials than for the trainer 
to provide them. 
23. A trainer should provide oppor- ( )( )( )( )( ) 
tunlties for warm relationships 
with and among participants. 
24. Education should lead people to ()()()()() 
goals which result in orderly, 
reasonable lives. 
25. Often participants don't know ( )( )( )( )( ) 
what is best for them. 
26. Maturity depends more on continuing ( )( )( )( )( ) 
growth in self-understanding than 
on growth in knowledge. 
27. Letting participants determine ( )( )( )( )( ) 
learning objectives wastes too 
much time in irrelevant discussion. 
28. The primary concern of a trainer 
should be the immediate needs of 
the participant. 
( ) ( ) ( ) ( ) ( )  
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SA - I «crongly agree with this statement 
A - I agree with this statement 
U - I'm too uncertain about this statement to agree or disagree 
D - I disagree with this statement 
SD - I strongly disagree with this statement 
SA A U D ^ 
29. Evaluation should reflect the ( )( )( )( )( ) 
participant's grasp of the 
subject or skill taught. 
30. Evaluations prepared by partie- ( ) ( ) ( )( )( ) 
ipants are Just as effective as 
those prepared by a trainer. 
31. Without a cooperative climate ( )( )( )( )( ) 
which encourages participants 
to risk and experiment, 
significant learning is unlikely. 
32. Trainers should evaluate partie- ( )( ) ( ) ( )( ) 
ipants, using criteria which 
measure them against one 
another. 
33. To use participants' experiences ( }( )( )( )( ) 
and resources for learning requires 
group activities rather than such 
methods as lectures. 
34. It is a good rule of training to keep ( )( )( )( )( ) 
relationships with participants 
impersonal. 
35. Planning units of learning should ( )( )( )( )( ) 
be done by participants and the 
trainerCs) together. 
36. Good training is systematic—set up ()()()()() 
a clear plan and schedule, and stick 
to it. 
THANK YOU FOR TAKING THE TIME TO COMPLETE THIS QUESTIONNAIRE!I ! 
